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Abstract	  	  	  
Many social justice theories and movements, including feminism(s) and multiculturalism(s) 
have attempted to promote change by engaging with the state in numerous ways, even if 
not always with positive results. In Australia both feminism(s) and multiculturalism(s) have 
been influencing policy since the 1970s, particularly in education. Their contributions were 
developed mainly in parallel to each other, generating separate policies and initiatives. 
Over the last 30 years of globalisation of capitalism social inequalities increased and 
feminism struggled to build common cause with other social change movements, 
particularly multiculturalism, due to what were identified as competing demands. One of 
the results was gender equality and multicultural policies and initiatives in education not 
dialoguing or collaborating in their aims even when targeting support for minority groups 
such as female students from non-English speaking backgrounds (NESB). This research 
aimed to understand the educational experience of seven girls from NESB and how they 
managed challenges as girls and children from NESB, navigating multiculturalism and 
gender equality projects and concerns.  The research utilised a transnational feminist 
framework and the ‘Voice-Centred’ relational analysis method (VCR) to maintain the 
visibility of gender and culture while keeping the girls’ voices central. Despite the girls’ 
satisfaction with their current schools, their stories highlighted how school projects to 
support them are very few and have limited influence on these girls’ experiences of 
multiculturalism and gender. Possibly as a result of this scenario, the girls perceived 
negotiating culture and gender as private matters. When there were school projects, very 
little consideration was given to the diversity among these girls including class and visa 
status. Finally, this research indicates that focusing on the voice of marginalised girls can 
allow access to knowledge that cannot be acquired in any other way and also it offers 
insight into ways that multicultural and gender equality agendas can be combined by 
considering the experiences of the ones most affected by these agendas. 
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Chapter 1    The study 	  	  
Introduction 	  
Being a migrant woman in Australia from a non-English speaking background (NESB) is 
not an exclusive experience as Australia is a multicultural nation with almost one in four 
Australians born overseas and over 260 languages spoken (Department of Education, 
2004; The People of Australia, 2011; Collins, 2013). NESB is defined here as someone 
who does not speak English as her first language or has at least one parent who does not 
speak English as the first language (Department of Education, 2004; Multicultural 
Disability Advocacy Association [MDAA], 2010). 	  	  
Immigration has never stopped; on the contrary it has been encouraged by the Australian 
Government through the offer of numerous visa classes such as temporary and 
permanent residency for workers in some fields and student visas, turning education 
(mainly tertiary and English as an alternative language) into Australia’s third export sector 
(as it happens in many other Anglophone countries), offered mostly to citizens of non- 
English speaking countries (Park, 2010; Council of Australian Governments, 2010; Collins, 
2013). In 2009 alone, this industry attracted 18.6 billion dollars and supported 125,000 
jobs (Council of Australian Governments, 2010). International students have also been 
associated with supplementing and diversifying Australia’s workforce, an ongoing concern 
that for decades inspired migration policies (Council of Australian governments, 2010). 
Current national multicultural policy and the Australian national curriculum acknowledge 
the need for Australians to value its cultural diversity and to develop intercultural capacity 
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in order to promote social cohesion and better place Australians in international 
commercial relations with Asian countries (The People of Australia, 2011; Australian 
Curriculum, Assessment and Reporting Authority [ACARA], 2013). 
 
Australia is also a country with a long history of war engagement and suspicion of 
foreigners, particularly the Muslim population since the September 11, 2011 attacks and 
the Iraq war. While there were steps towards better social cohesion, less prejudice and 
racism with the creation of the multicultural policy, as well as the reduction of airport 
security levels late in 2009 and early 2010 (Chalmers, 2009; The People of Australia, 
2011), the change of federal government in 2013 resulted in Australian engagement in 
a new war in Iraq (Al Jazeera, 2014). Once again discussions regarding multiculturalism 
as a failed and dangerous ideology re-ignited, as did the aggression towards people 
perceived as Muslims, particularly women (Milman, 2014). A possible good example of the 
‘new’ approach to migrants is that in 2013, just after the federal election, the 
Department of Immigration, that in 2007 had changed its name from the Department of 
Immigration and Multicultural Affairs to  the Department  of  Immigration and  Citizenship, 
changed its name again, this time to the Department of Immigration and Border Protection 
(Koleth, 2010). 	  
Legal and behavioural changes aimed to prevent a ‘Muslim threat of terrorism’ hurt the 
entire society, including other migrants, as well as the whole Muslim community, because 
mainstream society often talks about the ‘heterogeneity’ of minority groups, but in practice 
amalgamate said minorities into a cultural homogeneity, creating categories such as the 
‘Westerns’ and the ‘non-Westerns’ (Moore 2000; Mohanty, 2003; Langvasbraten, 2008). 
Through this process of establishing ‘the West and the rest’ there is a perception that any 
other culture can be ‘Muslim’ or can be a threat ‘by proximity’ (Song, 2005; Rizvi, 2006). 
Non- White migrants or members of the ‘Two thirds’ (Mohanty, 1997) are scrutinised in 
airports and workplaces and often feel a similar burden to Muslims; to distance themselves 
from anything perceived as terrorist or extreme or even non-Western. Migrants and 
people from NESB will frequently succumb to this pressure in an attempt to reaffirm an 
allegiance to Australia and their condition as members of the Australian society (Rizvi, 
2006). 
 
Being a former colony has been a determinant in Australian identity issues and how 
Australians experience immigration and equally women’s rights (Dixson, 1986). As a 
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colony, Australia attempted to reproduce European ideals of citizenship (white) and 
gender hierarchies (Dixson, 1986; Spender, 2014). While Australian women were 
described earlier as having a very moderate feminist movement in comparison to the 
English and American (Dixson, 1986), they had the right to vote before their 
counterparts in England and were the first country to have policy addressing gender 
inequality specifically (Spender, 2014). Still, the issues of women’s oppression persist 
in many ways. While Australia, from 2010 to 2013, had a female prime minister, this 
same prime minister addressed in parliament the sexism she received and observed 
throughout her term in office (Elston, 2012; Rourke, 2012). 	  	  
As a result of such history and its complexities, fo r  decades,  Australia has 
developed policies addressing the settlement and language needs of its diverse 
population and also policies regarding the social oppression of women. Policies 
expressing ideals of gender equality and multicultural integration have been 
developed since the 1970s (Rizvi, 2006; Mills, Martino & Lingard 2007) however without 
considerable mention of gender inequalities in multicultural policies and vice-versa and, 
consequently, not considering the possibility of competing demands between these 
agendas. Feminist theories regarding gender and the demands of multiculturalism for 
migrant groups do not always seem compatible and are often perceived as having 
clashing interests (Okin, 1998; Moore, 2000; Narayan, 2000; Reitman, 2005; Song, 
2005; Phillipis, 2007). Part of the explanation is that migrant women and women from 
NESB have experienced numerous problematic by-products of the immigration process 
(Tsolidis, 2001) with possibly the most relevant fact being that women frequently stay 
in the home and out of the social sphere once in the new country (Martin, 1986; Naidu, 
2013). As a result of this and other factors, women struggle to learn English, to connect 
socially in the new country and to establish transnational mothering (Martin, 1986; 
Naidu, 2013). It means that women struggle to raise children in a new cultural 
environment while utilising what they learned about child rearing in another cultural 
environment, while being expected to be responsible for cultural re-production (Tsolidis, 
2001; Naidu, 2013). Many NESB and migrant women can only act within their position 
in their family and as a result there is often no female voice or critique in the 
development of multicultural policy while racism also frequently drops from the feminist 
agenda (Martin, 1986; Hill-Collins, 1998; Mohanty, 2003; Peek, 2006; Enright, 2011). 
 
The policies developed have often targeted schools and teacher education, identifying the 
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school as an important space for fostering social values for future generations, such as 
social diversity and gender equality (Kenway, Willis, Blackmore, & Rennie, 1997; Tsolidis, 
2001). There is a considerable amount of research that analyses the impact of these 
policies on schools and suggests changes to support gender equality (Kenway et al., 
1997; Mills et al., 2007; Borges, 2008) and appropriate multicultural education (Hickling- 
Hudson & McMeniman, 1993; McInerney, McInerney, Cincotta, Totaro, & Williams, 2001). 
The few studies that consider the interaction between gender equality and multiculturalism 
in schools, however, acknowledge the difficulties in combining both aims and the need for 
further research (Tsolidis, 2001; Keddie, 2011). 
 
This research focused on the schooling experience of seven girls from NESB, their 
attempts to make sense of reality and form multiple identities. The research additionally 
captured their perceptions of how schools had been addressing multiculturalism and 
gender equality in their discourses. The stories were captured through the use of semi- 
structured interviews with these girls and nominated informants who offered 
complementary information on the girls’ stories. School and government documents were 
also consulted. 
 
This research utilised a methodology informed by postcolonial theory and transnational 
feminist principles for conducting research and data analysis, aiming to problematise 
culture, sex, gender, ethnicity and their intersections in both the individual and social 
context, revealing power imbalances while having marginalised women in the centre of the 
process (Mohanty, 1997; Mayuzumi, 2008; Ackerly & Attanasi, 2010). 
 
First in this research l considered the socio-political changes in the world during the last 
30 years and how they have impacted on feminist theories and multiculturalism. Further, 
critiques of multiculturalism are presented by different streams of feminism and the 
possibilities and limitations of developing and combining both social projects in a school 
context. The analysis of the interviews conducted with seven schoolgirls (Audra, Bebe, 
Bernadette, Idina, Marin, Patti and Sutton,) illuminated some of the issues and 
corresponding challenges they experienced at school. In focusing on these girls’ voices it 
is possible to identify how they perceive the acts of preserving and developing language 
and other cultural traits common to their background   as a private or family matter, to 
be developed without much school involvement. At the same time, teaching about the new 
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country and language was a social task performed by their friends. They believed that 
gender was not being openly challenged at school, even though there were opportunities 
(particularly in physical education) to review gender stereotypes. The girls and their 
families described numerous situations in which cultural diversity and gender 
intersected, creating a complex scenario that they often managed outside the classroom. 
 
Impetus for the Study and Significance 	  
This study has been inspired by my many personal and political experiences and those of 
other migrant women from NESB in non-hegemonic or heterotopic spaces (Foucault, 
1984). I was a socialist and a feminist activist inside a political party in Brazil for many 
years and there I became aware of the difficulties of combining certain social justice 
principles and/or campaigns often overlooked by neoliberal governments but also that 
seemed to be inherently oppositional but fundamental for social justice, for instance, 
freedom of religious affiliation and pro-abortion campaigns. At the same time I became 
familiar with feminist writing against all forms of religion and criticising some cultures for 
being particularly oppressive to women (Ali, 2007, 2010; Jeffreys, 2011). For instance, at 
the Global Atheist Convention in Melbourne in 2012, Ayaan Hirsi Ali envisioned that the 
‘Arabic Spring’ (protests that started in Egypt in 2010 with a large female presence that 
resulted in major po l i t ica l  and legal changes in numerous countries in the region) 
would turn into an “Islamic Winter’, meaning that such protests would probably result in 
gains for male religious leaders and possibly a worse scenario for Muslim women (Ali, 
2012). Even feminists and left wing theorists with less apocalyptical views mainly used 
caution to analyse how women’s lives were changing in the Arabic world after the ‘Arabic 
Spring’ (Faraj, 2012). Such views made me even more intrigued about women’s 
experiences of gender, culture and their interconnections. 
 
After migrating to Australia, I worked with migrant women and their children – survivors 
of domestic violence – and I experienced the difficulties of combining feminist agendas 
and multiculturalism in this country. A ‘clash of cultures’ is still a common excuse for 
violence and women’s services have observed cultural differences in women’s 
experiences of violence (Pham, 2011; Intouch Inc, 2011). Soon, women started telling 
me stories of their children’s (and their own) difficulties in communicating and feeling 
heard by the school system and how it would emerge from or impact on their 
relationship with numerous Australian institutions and people. As a result they 
experienced isolation, poor educational outcomes, reduced access to resources and 
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sometimes racism. My migration experience and finding my place among ‘expatriates’ 
in Australia, listening to all those stories and knowing my own, shaped the transnational 
focus of my feminism (Saavedra, Chakravarthi, & Lower, 2009). It became clear to me 
that women’s experiences of how their ‘cultural needs’ and gender equality interplay is a 
social phenomenon to be studied as dissonances and differences, affect left wing 
movements’ capacities to mobilise, social analysts’ capacities to theorise, schools’ 
capacity to educate, and affect people’s lives at a very basic level. I also realised that as 
a woman from a migrant minority and studying in Australia, I was in the best-informed 
position to study the phenomenon. 
 
The Theoretical Framework of the Study 	  	  
Definitions 	  	  
This research was developed within a feminist framework. Feminism here is referred to 
as many theories and social activism that acknowledges women’s oppression on the 
basis of their sex and that works to provide women the same opportunities as men, 
addressing power between sexes and allowing both sexes to be seeing beyond 
stereotypes (Okin, 1998; Valdivia, 2002; Mayuzumi, 2008). Feminist literature and gender 
policies will refer to sex and/or gender, equality and/or equity when discussing 
feminism’s aims. Feminist literature will differentiate between sex (male and female) 
and gender (femininities and masculinities), the latter being socially constructed under 
patriarchy and, therefore, capable of change (Grieve & Burns, 1986; Fine, 2010). 
 
At the same time literature differentiates equality and equity. The first refers to the need to 
provide the same access to all people or full participation and inclusion in major social 
institutions, while equity emphasises the need for offering different opportunities due to 
different contextual needs in order to achieve the same outcomes (Ringrose, 2007a; 
United Nations Population Fund [UNFPA], 2013). Equity and equality are terms often 
used interchangeably (UNFPA, 2013) and in this research I utilise the most common 
wording in the literature, gender equality to refer to the feminist project of equity and 
equality between all genders/sexes. A brief history of the development of feminist theories 
since the 1970s is presented in Chapter 2. 
 
The discussion regarding multiculturalism and gender equality in the literature started 
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several decades ago and includes theories and practices developed in various contexts, 
therefore the definition of terms surrounding multiculturalism and gender equality vary 
considerably. Multiculturalism can be used to describe the composition, ideologies or 
policies regarding any society that is not monocultural or is composed of more than one 
ethnicity, and it is used in all these ways in this research (McKerl, 2007; 
Langvasbraten, 2008; Modood, 2010). When referring to minority communities or groups 
in a multicultural society in this research, they may be referred to as ethnic, culturally 
diverse or simply minority, and, therefore, they are not the identified majority, mainstream 
or Western society (Sutton-Brown, 2010). These terms are not unproblematic but were the 
closest terms found that were able to describe the social tensions and differences in a 
multicultural society. 
 
Western is a term used here to describe the neoliberal agenda in economic globalisation 
and the social classes that benefit from it, usually living in Western countries. The use of 
‘West’ or ‘Western’ is not descriptive of geographic location and at times in the research 
these terms are replaced with One-third, a more accurate but less popularised term that 
considers the material distribution and globalisation hierarchy (one third of the world 
controlling the other two thirds) to identify the oppressors and the oppressed (Mohanty, 
1997). 	  	  
Finally, the concept of identity utilised here recognises how individual identity is socially 
constructed with group members modelling and policing identities, reinforcing which 
practices belong or not in the group, and, therefore, which practices the individual should 
maintain and perform (Povey, 2004a; Fine, 2010; Ringrose & Renold, 2010). At the same 
time the concept of ‘group identity’ follows from Modood’s (2007) understanding of group 
characteristics as ‘akin to family resemblance’, with people identifying the characteristics 
that belong to a group and identifying themselves with a group even if using very different 
criteria between them. This way people are shaped by the group but they also shape their 
understanding of the boundaries of the group (Modood, 2007; Fine, 2010). 	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Transnational Feminism 	  	  
Even though this study presents a number of considerations originally developed by 
different feminist theories, it embraces transnational feminism as its theoretical framework. 
Transnational feminism is a theoretical and practical model developed to make sense of 
the  experiences  of  people  and  organisations  across  borders,  making  explicit  where 
identities (such as cultural and gender identities) intersect, overlap and diverge and the 
power dynamics imbedded in their interactions, including sexism, racism and heterosexism 
(Mohanty, 2003; Ringrose, 2007b; Mayuzumi, 2008; Sutton-Brown, 2010). Drawing upon 
post-colonial and antiracist theories, transnational feminism pursues a systematic analysis 
of institutionalised power and utilises decolonising methodologies that centre on the 
experience of marginalised women and girls (Saavedra et al., 2009; Sutton-Brown, 2010). 
The aim is to make women’s lives visible while revealing dynamics of power in discourses 
presented as gender neutral, such as the challenges of migration, learning English and 
living in a multicultural society (Mayuzumi, 2008; Ackerly & Attanasi, 2010). Transnational 
feminism begins from the place occupied by most marginalised women because this is the 
most inclusive paradigm when thinking about social justice, as oppressed/marginalised 
minorities need to know themselves and the majority in order to operate in a mainstream 
society from their social position (Mohanty, 2006). Creating an inclusive space for these 
marginalised minorities is, therefore, creating a space that is inclusive for all (Bray, 
1999; Mohanty, 2006). In the context of this thesis, the marginalised women studied 
were female school students from NESB.
 
 
Conclusion 	  	  
Australia is a multicultural country with a long history of policy and action towards 
addressing issues in multiculturalism and gender equality but not without contradictions 
and backlashes in many areas of these policies, particularly in education. This research 
aimed to understand the experience of girls from NESB at school in Australia, how 
they manage multiculturalism and gender equality in that space, and the possible 
difficulties of combining both agendas (Okin, 1998a). In order to understand those 
experiences, interviews were conducted with girls from NESBs attending schools in 
Queensland in 2013 (and informants suggested by them) to acquire extra information.  
 
Part of my interest in the subject is my own background as a woman from a NESB 
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engaged in social justice movements and education and my observation of the need 
for research on this subject from the minority girl’s social place. This study is conducted 
within a transnational feminist framework aiming to understand people’s experiences 
across borders while methodologically centring on the experience of marginalised women 
(Saavedra et al., 2009; Sutton-Brown, 2010). 	  
While the first chapter introduced the subject of the study, my relationship with it and its 
relevance, Chapter 2 presents a literature review in multiculturalism and feminism over the 
last three decades and Chapter 3 discusses Australian efforts to address requirements in 
the gender equality and multicultural agendas. Chapter 4 presents the Voice Centred 
Relational (VCR) methodology and thematic analysis, methodological considerations and 
introduces the participants. Chapter 5 introduces the data analysis and the research 
discussion, while Chapter 6 presents this study’s conclusions, in particular the girls’ 
perception of multicultural and gender challenges as private matters. It also shows how 
even though there are more projects available in schools to support multiculturalism, both 
multicultural and gender equality agendas are not prioritised. The conclusion also makes a 
case for the use of voice-centred methodology as a tool to engage in ongoing consultation 
processes with girls from NESB. Focusing on the voice of these girls allows the 
development of policies and practices that better support them and their families. 
 
 
Chapter 2     Literature Review 	  	  
The Political and Historical Context 	  	  
During the last 30 years, with the end of the Cold War and the dismantling of the 
Communist bloc, the world has experienced a level of globalisation of capital, workforce 
and military power as never seen before (Fraser, 2005; Sutton-Brown, 2010). This version 
of capitalism, with a decentralised and deregulated economy, became known as 
neoliberalism (Mohanty, 1991; Fraser, 2009). This neoliberal globalisation served mainly 
the interests of governments and companies in the West, privatising and marketing 
differences instead of benefiting underprivileged individuals (Mohanty, 1997; Sutton- 
Brown, 2010). Indeed, one of the direct results of the globalisation process was the 
exacerbation of economic, racial and gender inequalities and the demise of egalitarian 
redistribution as a governmental aim around the world (Mohanty, 1997; Fraser, 2005, 
2010; Sutton-Brown, 2010), erasing socialist interests from many people’s political 
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conciousness while still promoting fear of socialism (Moore, 2000; Mohanty, 2003). 	  	  
The globalisation process also included military actions and national-security-driven penal 
state practices resulting in the displacement of people around the world (Mohanty, 2006; 
Sutton-Brown, 2010). Factories migrated in search of cheaper labour and ex-colonial 
populations migrated to their former colonisers’ countries to meet the need for cheaper
labour, thus creating new kinds of multi-ethnic social scenarios (Mohanty, 1991; McKerl, 
2007). Therefore, people moved through territorial borders mainly in order to escape 
military conflict, to follow the movement of capital or, also, as the result of people 
trafficking (Mohanty, 1991; McKerl, 2007). People trafficking has been identified in more 
than 135 countries, moving 32 billion dollars a year, being the second biggest illegal 
industry in the world (International Labour Organisation [ILO], 2008), with one million 
children (mainly girls) coerced, abducted, sold or trafficked into the illegal sex market every 
year (World March of Women [WMW], 2008). Again, according to the World March of 
Women (2008), women account for the majority among the displaced people in the world 
and two thirds of the people below the poverty line around the globe (Mohanty, 1997; 
WMW, 2008). Girls also account for two thirds of the children, globally, who do not 
attend school (WMW,  2008). Women have  smaller incomes, reduced opportunities  to 
accumulate wealth and property and are the hardest hit by violence, war and persecution 
(Mohanty, 1997; WMW, 2008). 	  	  
As a result, when we are talking about a large influx of immigrants from different cultures 
and the difficulties following the migration process, we are not only talking about 
multiculturalism changing the social fabric and becoming a political reality that demands 
responses from society and its political representatives (Clem, 2005),  we are also 
talking mainly about women and girls, oppressed by gender and often race and social 
class. The understanding of the interconnections of these oppressions and, as a result, the 
interconnection of the gender equality and multicultural agendas in Australia is now 
fundamental to improving women’s lives (Mohanty, 1997). However, the agendas of the 
organised feminist movements for gender equality and ‘multiculturalism’ are not always in 
agreement,  generating questions about ways to meet minority women’s needs (Okin, 
1998b; Moore, 2000; Reitman, 2005; Phillipis, 2007). 	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Multiculturalism and Feminism: Interrelations 	  	  
Social justice claims impacted on and were impacted by the changes in the world social 
and economic politics described previously. In the 1960s, feminists largely supported 
discourses about the universality of sisterhood and the struggles for paid work and against 
violence. These discourses, while extremely important to women’s equality, were often 
essentialising and did not consider the particular needs of women in different countries 
and  other  ethnicities.  In  response,  many  women  embraced  an  emphasis  on  ‘gender 
identity’ and differences among women a couple of decades later (Fraser, 2005, 2009; 
Lee, 2010). Gender identity and all forms of ‘identity politics’, emerged with post- 
modernism having an emphasis on recognition of identity instead of Marxist materialism, 
or redistribution of resources (Moore, 2000; Mohanty, 2003; Fraser, 2007a; Howie, 2007); 
aiming more at valuing differences than promoting equality, and often keeping gender 
theory without feminist concerns for addressing inequalities (Fraser, 2005, 2007b; 
Mohanty, 2013). According to some, post-modern ideas of identity recognition suited the 
neoliberal globalised capitalism described above that, even though criticising it, would 
rather deal with claims of recognition than redistribution of resources, while deregulating 
the market and deepening economic inequality (Ringrose, 2007a; Fraser, 2009). 	  	  
At least in Western countries this ‘gender identity’ emphasis had unforseen consequences, 
resulting in a separation from concerns regarding economic equality in the 1990s and 
increasing work with the state apparatus instead of attempts to dismantle it, for instance, 
focusing on women’s services being funded by the state and attempts to modify 
legislation (Fraser, 2005; Ehrenreich, 2005; Mohanty, 2013). There was little recognition 
by multiculturalists and many feminists of capitalism’s role in women’s oppression, 
making social critique of the imbalance in power relations difficult or even irrelevant 
(Ehrenreich, 2005; Ringrose, 2007a; Sutton-Brown, 2010). Demands from 
multiculturalists and ethnic minorities became more prominent in mainstream society 
with the increase of migration during the globalisation process (Moore, 2000; Mohanty, 
2003; Howie, 2007; Fraser, 2007a, 2010). As noted previously, being in a neoliberal 
climate with postmodern ideals of identity recognition affected multicultural demands as 
much as feminist demands while also impacting feminist critiques of multiculturalism 
(Okin, 1998b; Moore, 2000; Mohanty, 2003). Combined with anti-feminists’ attempts to 
portray feminists as white, middle-class women advocating only for themselves, this 
neoliberal and postmodern scenario isolated feminism from building common projects 
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with multiculturalism, that itself also struggled with similar isolation (Goldzwig, 1998; 
Moore 2000; Mohanty, 2003; Fraser, 2005; Howie, 2007). 	  	  
Common critiques of multiculturalism that emerged from feminists at the time were 
concerned with women’s individual human rights and their achievements in Western 
countries being undermined and suffering a backlash if certain multicultural agendas were 
favoured (Okin, 1998b, 1999; Reitman, 2005; Langvasbraten, 2008; Firmini, 2009). It also 
often included a demand on women to break with their cultural identity and group (Okin, 
1998a; Phillips, 2007). They observed that frequently, religious or ritualistic behaviours 
from a culture were the ones the community leaders ‘selectively label’ as the 
behaviours needing protection, meaning, among all behaviours displayed in that social 
group community leaders would select some behaviours as the ones necessary to 
keep group cohesion and cultural heritage, ignoring other possibly equally important 
behaviours (Narayan, 2000). These ‘selectively labeled’ practices were often abusive to 
women, children or any member who challenged the community norms, and these 
members would pay the price for a policy of uncritical “tolerance” that only really 
benefited those holding power (Okin, 1998a; Firmini, 2009). 	  	  
There is, as previously mentioned, diversity among multiculturalists and their 
understandings considering practices as the ones described above. Some multiculturalists 
still preach full acceptance of the majority of multiculturalist demands regardless o f  
their content, allowing considerable cultural relativism (Lovett, 2007; Kukathas, 2008) 
while others have relative acceptance, considering some feminist and other critiques 
(Kymlicka, 1996; Reitman, 2005; Chatterjee, 2012). Kymlicka (1996) saw this as a 
division between Bad multiculturalism trying to silence the group internal disagreements 
and dissent and Good multiculturalism that would attend to the minorities’ need to be 
protected from the impact of mainstream society’s decisions. For instance, while the 
first would be concerned with excluding members due to non conformity to the 
group’s rules; the second would be concerned with avoiding that mainstream 
society excluding people just because they behave in a way that is different 
from the majority. The main idea behind all proposals for acceptance of 
multiculturalism is that multicultural claims are usually not about isolation and self-
governing but are, overwhelmingly, requests for institutional reform in order to allow 
greater social integration (Kymlicka, 1996; Clyne, Grey, & Kipp, 2004; Kukathas, 2008). 	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Even though much of the work and critiques of multiculturalism were valuable, many 
feminist academics and activists slowly realised they had, in large, swapped a 
flawed paradigm for another, as neither redistribution of resources nor recognition of 
identity were sufficient to theorise on or deliver gender equality to all women (Howie, 
2007; Fraser, 2009). 	  	  
Once these feminists realised the limitations of their theories, they followed the economic 
transnational movement, geographically shifting the energy of the movement in search for 
a new approach to women’s struggles (Mohanty, 1997, 2006; Fraser, 2005; Ackerly 2009). 
Many other social movements did the same. This was observed particularly at the 
beginning of the 21st century with the creation of the World Social Forum, and the World 
March of Women (Mohanty, 2006; WMW, 2008). This feminist shift paved the way for a 
more consistent dialogue between feminisms and multiculturalisms and a better 
integration of aspects of previous feminist waves, with many feminists reintroducing 
Marxist teachings into their analysis and creating, among other theories, the transnational 
feminist approach (Mohanty, 1997, 2006; Fraser, 2005; Howie, 2007). It does not mean 
that more established feminist ideologies morphed into newer ones or that their critiques 
towards multiculturalism disappeared. On the contrary, much of the critique towards 
multiculturalism was developed and refined as societies became more multicultural and 
the discussion of multiculturalism became present in the mainstream. There are, for 
instance, post-colonial and transnational feminists’ critiques of some aspects of 
multiculturalism regarding a possible cultural relativism with no shared criteria for critique, 
where concepts of difference are privatised and where questions of power and agency are 
silenced (Mohanty, 1997; 2013). 
 
Conversely, some feminist critiques have made the same mistake as the multiculturalists 
they criticised, showing a partial or complete denial that culture is dynamic and changes 
through contact with other cultures or ignoring aspects of similar inequality still present in 
the mainstream (Narayan, 2000; Volpp, 2001; Anthias, 2002). Even though minority 
groups often feel the need to protect some cultural practices for fear of them not already 
having been covered by existing laws, or fearing resistance from mainstream culture to 
some minority practices, there are several examples of congruence between majority and 
minority cultures, including positive social practices and negative ones such as social 
justifications to women’s oppression (Okin, Cohen, Howard, & Nussbaum, 1999; Anthias, 
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2002; Duran, 2003; Fraser, 2007). Song (2005) describes this as an intercultural 
relationship with variable results, including a social practice being kept in both cultures; the 
majority culture looking less oppressive by comparison, or even with judgement being 
focused on minorities’ practices so as to distract from issues in mainstream society (Song, 
2005; McKerl, 2007; Firmini, 2009). Song’s analysis reveals that the dichotomy between 
minority and majority community groups is often a fabricated dichotomy. For instance, 
mainstream society will witness similar crimes against women committed in the minority 
groups and will attribute it to the perpetrator’s culture or religion while if the 
perpetrator is from the mainstream culture the crime will be attributed to the perpetrator’s 
individual action (e.g. mental health, bad intentions) (Firmini, 2009Song, 2005; McKerl, 
2007; Langvasbraten, 2008;).
 
Similar crimes against women happen in different cultures because the same patriarchal 
norms that inform minority cultures are still present in Western cultures (Anthias, 2002; 
Duran, 2003; Baum 2004; Fraser, 2007a). However, through this process of subjugating 
minority cultures, minority women are undermined and seen as lacking agency and in need 
of being rescued (McDowell & Fang, 2007; Williams, 2008). Rescuing approaches miss the 
opportunity of re-evaluating these cultures in their own right, and employing tools to identify 
the gaps and possibilities in mainstream culture (Anthias, 2002; McDowell & Fang, 2007), 
such as gaps between policy and practice in gender equality in Western countries, or 
possibilities to challenge some mainstream values such as free-marketing and individuality 
over collectivism (Okin, 1998a; Anthias, 2002; McKerl, 2007; Sutton- Brown, 2010). 	  	  
Despite the difficulties demonstrated earlier in the chapter, there are several proposals 
aiming to combine feminisms and Good or progressive multiculturalism (as defined by 
Kymlicka, 1996 and Moodod, 2007), starting from an understanding that they are not 
necessarily distinct projects (Volpp, 2001; Phillips, 2007; Lovett, 2007; Brady-Amoon, 
2011) as gender equality and multiculturalism are projects ultimately addressing social 
inequalities that can have the same socio-political, economic and epistemological interests 
(Fraser, 2007a) and can be seen as juxtaposed parts of the same transformative equality 
project (Silverstein, 2006; McKerl, 2007; Phillips, 2007; Langvasbraten, 2008; Brady- 
Amoon, 2011). Moreover, minority women do not benefit from the exacerbation of the 
differences between feminism and multiculturalism, as there are demands in both agendas 
that are fundamental to improving minority women’s lives (McKerl, 2007; Brady-Amoon, 
2011). 
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Unfortunately, some proposals to combine gender equality and multiculturalism frequently 
rely on women’s agency or heavy state intervention to address the issue (Kymlicka, 
1996; Okin et al., 1999; Volpp, 2001; Baum, 2004; Reitman, 2005; Phillips, 2007; 
Firmini, 2009). State intervention often involves empowering regulatory patriarchal 
agencies without guarantees of advancing a multicultural and feminist perspective 
(Reitman, 2005). However, relying solely on women’s ‘right to exit’ their cultural group or 
change it if they believe it is not attending to their needs or is threatening their rights, is 
not necessarily a better option (Okin et al., 1999; Firmini, 2009). While women have 
agency and are able to embrace and resist cultural practices, and minority groups are not 
internally homogeneous (Phillips, 2007), it is important to not forget that chances of 
exiting the culture or engaging in cultural reform are usually very limited and they need 
to be fostered or it can result in community members being discriminated aga ins t  or 
ostracised (Okin et al., 1999; Reitman, 2005; Langvasbraten, 2008; Firmini, 2009). 
Moreover, it can be too costly to exit your own cultural community and, therefore, a 
viable option to stay in the culture is necessary, not relying solely on women’s capacity 
to change the culture and resist power (Mohanty, 2003; Phillips, 2007). The ‘right to exit’ 
one’s own cultural group must be complemented by the ‘right to stay’ (Phillips, 2007), 
the recognition of society’s responsibility towards minority women (Okin, 1998b) and 
acknowledgement that all cultural aspects can change if allowed to (Narayan, 2000). 	  	  
There is a long tradition in theorizing the relationship between different social projects or 
identities and in recent years it has been called ‘intersectionality’ (Walby, Armstrong & 
Strid, 2012). Previously in this chapter, I listed a number of difficulties in combining 
multiculturalism and feminism, considering women’s backgrounds and their sex. Another 
important consideration is that identity recognition claims may conflict when more than 
one group affiliation (sex and background for instance) is considered because gender 
and cultural background are separately const i tu ted even i f  mutual ly  shaping 
each other  (Moore, 2000; Anthias, 2002; Baum, 2004; Modood, 2010; Walby, 
Armstrong & Strid, 2012). It is the fact that they shape each other that makes it even more 
complicated to discuss hierarchy between these identities and the intersection of 
structural and political levels. After all if multiculturalism and feminism have their separate 
agendas they also have common agendas as a result of their ‘influence’ on each other 
(Walby, Armstrong & Strid, 2012). 
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Establishing what the differences are between feminism and multiculturalism remains an 
important first step that subsequently allows for intersecting interests and similar struggles 
to emerge (Mohanty, 1997; Modood, 2010). For instance, race and racism are important 
categories in both agendas discussed here (Mohanty, 1991, Crenshaw, 1991). Like 
gender, a category invented in order to establish and justify hierarchies, race is an 
important difference to be recognised by feminists and multiculturalists, and combating 
racism is a shared project necessary to achieve equality between genders and 
ethnic/multicultural communities (Valdivia, 2002, Ahluwalia, 2006). 	  	  
Joint projects may also include post-colonial and transnational feminist proposals of 
strategies to address power inequality (Mohanty, 1991, 2003; Mayuzumi, 2008) and 
explore a balance between cross-cultural disagreements with shared cross-cultural 
women’s standpoints considering intersecting political and structural concerns between 
multiculturalism and feminism (Anthias, 2002; Fraser, 2007a; Ponzanesi, 2007; Walby, 
Armstrong & Strid, 2012). In addition, Fraser (2007a, 2010) proposes a multidimensional 
understanding of gender, encompassing Recognition of women’s status, political 
Representation and material Redistribution. The overall purpose is to change the 
context wherein differences manifest, building shared projects with multiculturalism to 
collectively move forward with demands, encompassing this way women’s needs as 
females and members of a minority group (Moore, 2000; Baum, 2004). 
 
Conclusion 	  	  
Chapter I considered how globalisation, the neoliberal political system and ‘postmodern’ 
theories interfered in the development of feminist and multicultural agendas and their 
ideological disparities. I also described some of the most common and important critiques 
of multiculturalism from feminist theories and some of these critique’s flaws. I finally ended 
the chapter describing possible ways of combining both agendas and how important it is in 
the lives of minority women and social justice in the broader society. The transnational 
feminist ideas of combining projects due to intersecting inequalities, acknowledging 
differences first, to then work towards common goals were also highlighted. 	  	  
However, in Australia, particularly in education, both gender equality and multicultural 
projects have been planned separately, thus not openly addressing competing needs nor 
acknowledging common goals to change the lives of minority girls. Before exploring this 
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question in my research, in Chapter 3 I describe the historical demands and achievements 
of both agendas in schools particularly in Australia and how they have been developed so 
far. 	  	  
Chapter 3    Feminism and Multiculturalism at School 	  	  
Introduction 	  	  
Schools play a major role in preparing children 30 hours a week to operate in society while 
still reflecting the inequalities of a patriarchal society (Poole, 1986; Bussey, 1986; Connell, 
1994; Kenway et al., 1997). In order to succeed, schools have to work towards equipping 
students to become informed, courageous and critical beings, capable of creating a better 
future for themselves and others (Kenway et al., 1997; Martino & Pallotta-Chiarolli, 
2005). Therefore, it is unsurprising that since the 1970s, schools have been 
responsible for a number of multiculturalist and gender equality initiatives, particularly 
teaching English to children from NESB (Clyne et al., 2004; Rizvi, 2006) and 
addressing girls’ educational outcomes (Poole, 1986; Kenway et al., 1997; Yates, 2008). 	  	  
Australia developed policies regarding multiculturalism and gender equality even earlier 
than other Anglophone countries, using a number of strategies to address gender 
inequality and to welcome linguistic and cultural diversity (Rizvi, 2006; Mills et al., 2007). 
Nevertheless, many strategies have been challenged through the years on their efficiency 
or necessity and some historical demands of feminism and multiculturalism have been lost 
or dramatically changed in the text of new policies and the delivery of programs, often as a 
result of a process of undermining the importance of such projects (Kenway et al., 1997; 
Clyne et al., 2004; Rizvi, 2006; Mills et al., 2007; Yates, 2008). Still, both policies 
have impacted on education in Australia and have current versions guiding the 
understanding of gender equality and multiculturalism expected in schools. 	  	  
Feminist Demands at School 	  	  
In the last 30 years much research has been conducted to identify gender issues in 
education around the world and in Australia (Kenway et al., 1997; Vianna & 
Unbehaum, 2004; Povey, 2004a; Preston, 2004; Terzian, 2006; Mills, et al., 2007; 
Yates, 2008). Australian studies have also evaluated local programs focusing on gender 
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(Kenway et al., 1997; Education Queensland, 2004; Mills, Martino & Lingard, 2005; 
Charlton, Mills, Martino, & Beckett, 2007). 	  	  
Some of the areas historically mentioned in the gender equality agenda include women’s 
leadership in school and their presence as role models to young girls, boys and girls 
opting for non- s t e r e o t y p i c a l  subjects and careers and the promotion of the 
profile of women in non-stereotypical careers (Holmgren, 2000; Blackmore, 2004; Povey, 
2004a; Cousins, 2007). It also includes changes in the hidden curriculum, changes in 
didactic books, unisex uniforms and the creation of non-sexist material (Povey, 
2004a). Furthermore, changes were also envisioned to address male dominated 
language and classroom dynamics, reorganising timetables, delivering salary 
adjustments and creating promotion possibilities for female staff (Poole, 1986; 
Kenway et al., 1997; Holmgren, 2000). Finally, it also involves courses for boys to deal 
with their own emotional wellbeing and challenging gender stereotypes in the formal 
and informal curricula (Connell, 1994; Kenway et al., 1997; Mills, et al., 2005), 
including challenging competitive masculinity hierarchies in sports, women’s exclusion 
(Povey, 2004b; Shaw & Frisby, 2004) and childcare for the children of students and staff 
(Holmgren, 2000). Many, if not all, of these projects are developed taking into 
consideration an understanding of gender and the role of gender and ‘gendering 
behaviours’ in inequality between sexes (Martin, 1986; Fine, 2010). 
 
Gender – Concept and Relationships 	  	  
Gender is seen by feminists as the concept to be challenged and transformed (or 
deconstructed) to achieve equality between sexes including in education (Martin, 1986; 
Pole, 1986; Fine, 2010). This is because gender is not natural and can hurt both sexes. 
Gender is constructed through social and cultural relations and is very limiting for both 
sexes, determining what is/are feminine/femininities) or masculine/ masculinities. One of 
the reasons why gender can be so limited and exclusionary is that in order for the group 
to be established as coherent, the feminine group or the masculine group, it establishes 
what is ‘the other’, meaning, what the group is not (Ringrose & Renold, 2010). Therefore, 
‘the other’ consists of all performances that are not coherent with that construction of 
gender (Ringrose & Renold, 2010). It is the repetition of this process that creates the 
illusion that gender is innate or natural for everybody (Ringrose & Renold, 2010). 	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Research has identified that girls, therefore, perceive girls as their ‘natural’ social group, 
almost always willing to play the same games and with the same toys as other girls 
(Bussey, 1986; Fine, 2010), that is, displaying an ‘in-group’ bias for similar activities (Fine, 
2010). Nevertheless, they become invested in staying in the girls’ group not only because 
this is their identified ‘natural’ place but also because they are exposed to social 
punishment if they do not follow the group (Povey, 2004a; Fine, 2010). Social 
punishment can be exclusion from the group or being ridiculed by others inside or 
outside that group (Povey, 2004a). Interestingly, as girls grow up, while they still want to 
remain in their social group and avoid social punishment, it often becomes increasingly 
difficult to negotiate the boundaries of subscribing to certain femininities and their narrow 
definitions and, as such, many girls experience considerable psychological conflict, a lack 
of self-esteem, high self- observance and restricted freedom (Povey, 2004a). 	  	  
The problem is precisely that society chooses to group children as boys and girls and 
determine what the appropriate behaviour is for each of them. This division of appropriate 
behaviours by gender is reinforced and policed by groups and individuals, which reduces 
the possibilities of behaviour for boys and girls and generates myths regarding boys’ and 
girls’ capabilities (Poole, 1986; Fine, 2010). As Cordelia Fine (2010) indicates, such 
division is as absurd as dividing society into ‘right-handed’ and ‘left-handed’ people and 
creating different patterns of behaviours for both groups. Even more interestingly, people 
would most likely present similar ‘in-group’ bias in such a situation (Fine, 2010). 
 
Gender Inequality – Sports, Mathematics and Sciences 	  	  
As previously mentioned, a number of school subjects have been associated with a 
specific sex throughout Western history. Sports have often being associated with boys, 
particularly when involving competition, contact and physical strength. Feminists 
challenged this association by rejecting the idea that a deficit or ‘laziness’ prevents 
some girls from participating in sports (Svender, Larsson & Redelius, 2011). They 
suggested that strength and physical power are not exclusive male attributes and much 
of the weakness women perceive in themselves is socially learned and the belief that 
girls are not strong or real sport enthusiasts turn girls away from sport (Macdonald, 1997; 
Roth & Basow, 2004). Moreover, Physical Education (PE) in schools too often teaches 
mainly competitive sports that are popular among men, favouring competition and the 
boys’ interests over other forms of PE even though many girls and indeed boys find 
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other physical activities, that are co-operative and aesthetic, more enjoyable alternatives 
to the competition aspect of sports (Macdonald, 1997; Rondinelli, 2006). Therefore, an 
agenda for gender equality has often included changes in the way sports and recreational 
activities are conducted in schools. The suggested changes have included supporting 
girls who succeed in non- traditional sports, promoting non-competitive sports for both 
sexes and giving boys and girls the same amount of attention and time in sports, 
among other suggestions (Macdonald, 1997; Shaw & Frisby, 2004; Svender et al., 2011). 	  	  
Another historical discussion among feminists concerns women in science and 
mathematics, in response to girls reporting lower achievement than boys and enrolling in 
high-level science and mathematics subjects and courses at a much lower rate than boys 
(Hanson, 1996; Terzian, 2006; Mendick, 2006; Cousins & Mills, 2014). Consequently, 
even though there has been improvement through the years, the majority of girls still do 
not choose careers in mathematics and high science (Poole, 1986; Collins, Kenway, & 
McLeod, 2000; Wiest & Johnson, 2005), holding the belief that high achievement in 
science and mathematics is associated with males and masculinity and is seldom a 
part of any construction of femininity (Mendick, 2006; Cousins & Mills, 2014). 	  	  
In both sports and mathematics, it seems that often pursuing a stereotyped femininity is 
detrimental to girls’ development of their physical strength (Roth & Basow,  2004; 
Svender et al., 2011)  and  confidence  in  mathematics  and  sciences  (Mendick,  
2006).  Girls’ ascription to binary and stereotypical views of gender in relation to sport 
(as in mathematics and sciences) suggests a resistance to the notion that there are 
many ways of being a girl and a woman, that ‘femininities’ are multiple, complex and 
shifting in their composition and hierarchy (Macdonald, 1997; Povey, 2004a; Svender et 
al., 2011). Such stereotypes, when not examined guide teachers’ and students’ 
expectations and influence the set-up of such subjects, reinforcing the students’ 
perception of gender as somehow natural, as previously discussed, and the girls’ 
perception that they are often outsiders in those school subjects (Hanson, 1996; 
Kenway et al., 1997; Macdonald, 1997; Povey, 2004a; Shaw & Frisby, 2004; Terzian, 
2006; Svender et al., 2011). 	  	  
Even though so many projects and ideas were developed to attend feminist ideals of 
gender equality around the world, in Australia such projects have been only partially 
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included in policies in education and school programs throughout the years and with 
varied results. The next section of this chapter explores policies and practices in gender 
equality in Australia over the last decades. 	  	  
Responses to Feminist Claims in Education 	  	  
Since 1975, the International Women’s Year, Australia has been promoting investigations 
of gender equity in schools, first publishing the report Girls, Schools and Society (1975) 
(Poole, 1986; Ministerial Council for Employment, Education, Training and Youth Affairs 
[MCEETYA], 1997; Kenway et al., 1997; Johnson, 2002). It was followed by, Girls 
and Tomorrow in 1984, through to Girls, School and Society to the National Action 
Plan in 1993 (the first policy addressing the sexual harassment of girls at school). All 
these papers brought discussions and suggestions about how to improve girls’ 
achievement at school as a pathway to better positions in the workforce, and how to 
develop their full potential as both human beings and citizens through schooling 
(Kenway et al., 1997; Johnson, 2002; Mills et al., 2007). 	  	  
The next document was Gender Equity: a Framework for Schools in 1996/1997 
(MCEETYA, 1997; Johnson, 2002). This document presented concerns with boys’ 
education and has been considered a result of the “boys’ backlash” by some feminist 
theorists (Kenway et al., 1997; Mills, et al., 2007). In 2002 a key report on gender 
was released with significant impact on school practices – Boys: Getting it Right! (Bartlett, 
2002). This was an anti-feminist report, strongly influenced by a movement for re-
masculinising schools that identified boys as a new disadvantaged group. This 
movement deeply impacted on the delivery of gender focused programs in many schools 
(Ringrose, 2007a; Mills et al., 2007). No other policy has been produced to date even 
though 12 years have passed. In Queensland, the biggest state policy of reference is still 
(CS-01) Gender Equity in Education (Education Queensland, 2004), a policy much 
changed since first release in the early 1990s, focusing on the importance of fighting 
gender-based bullying and sexual harassment in schools (Borges, 2008). 	  	  
Finally, an analysis of the impact of national and state policies, and local actions, has 
shown that, as a category, boys are not the new disadvantaged group in schools (Mills et 
al., 2005, 2007) and, even though years of gender equality policies have improved 
conditions for girls (Povey, 2004a; Yates, 2008), considerable work is still required 
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especially with particularly disadvantaged groups of girls (Kenway et al., 1997; Tsolidis, 
2001; Martino & Pallotta-Chiarolli, 2005). Among the challenges in supporting these girls is 
the fact that schools currently face a neoliberal climate, particularly with requests for 
‘performativity’ and ongoing standardised tests and measurement, (Ringrose, 2007a; 
Yates, 2008) undermining the social value of schools (Wilkins, 2011). Such a climate 
favours some private educational goals at the cost of social goals, and while it is described 
as a climate favouring girls because of their perceived diligence and dedication, it is 
actually a climate mainly based on competition, masculine authority and aggressive 
behaviour (Ringrose, 2007a) and marketing these values to future students and parents 
through all their means of communication, particularly their websites (Wilkins, 2011). Once 
again, as described in the previous chapter, it is clear that social movements for equality, 
such as feminism, find it difficult to operate in such a climate. 	  	  
Multicultural Demands at Schools 	  	  
For many years, due to Australia’s history of migration, schools have been the focus of 
many propositions and demands regarding multiculturalism. First and second generation 
immigrants make up over 40 per cent of the general population (over 60 per cent in major 
cities) and some Australian  schools have as  many as  17 per cent  of their students 
claiming to speak a first language other than English (Smolicz, 1997; Koleth, 2010; Collins, 
2013). 	  	  
Multicultural education is, in a broad sense, any education that takes into consideration 
students’ cultural backgrounds and the differences among them (Eldering, 1996). Differing 
from gender equality in Australian schools, the demands for consideration towards 
minority groups and multiculturalism originally came mainly from mainstream society and 
its need to adapt migrants to the dominant white Australian culture and language (Clyne 
et al., 2004; Rizvi, 2006; Matthews, 2013). Multiculturalism was, in large part, about 
teaching English to social minorities. It was complemented and reviewed over time by 
some minorities’ requests for a bigger involvement of schools in helping to preserve 
language and cultural practices and to use cultural awareness to fight racism and 
interracial violence (Smolicz, 1997; Clyne et al., 2004; Gorlewski, 2008; Harreveld, 2012;  
Matthews, 2013). 	  	  
At the same time, even though Australia is geographically close to countries with high 
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Muslim populations and the number of Muslims in Australia is increasing, racism towards 
Muslims remains a problem (Gardner, Karakaşoğlus and Luchtenberg, 2008; Harreveld, 
2012; Collins, 2013). The racist stereotyping of Islam attributes to this religion and its 
people – barbarism, terrorism and ‘otherness’ – as if other cultures and religions did not 
have a hierarchical structure that values and praises a heterosexual masculinity that 
consists of violence and sexism, implying that patriarchal structures are part of Islamic but 
not Western cultures (Martino & Rezai-Rashti, 2008). 	  	  
Such racist views became mainstream after the New York Twin Towers attack in 
September 2001, when the debate regarding multiculturalism and society became 
prominent (Modood, 2010), as previously mentioned. Decades after the first multicultural 
policies, Islam particularly, and multiculturalism as a whole, were blamed for ethnic 
divisions and white racism (Mills & Keddie, 2010). Mainstream media created an 
environment of suspicion around foreigners, mainly linking Muslims to the threat of 
terrorism and generating a situation often referred to as Islamophobia (Gardner et al., 
2008), resulting in young Muslim students not feeling safe in mainstream schools or not 
finishing school (Mills & Keddie, 2010; Modood, 2010). Australia’s involvement in wars 
against Muslim countries may also help to explain why media and political discourses are 
so invested in perpetuating such stereotypes. 	  	  
It is also worth noting that discrimination of all kinds comes not only from the perception of 
the other as different but also as inferior, as lacking the knowledge the mainstream shares. 
This ‘deficit assumption’, actively places certain students below others in classroom 
practices as it assumes that the ‘different’ requires fixing and cannot contribute to the 
group on the same level, as this different student would have reduced knowledge (Dilg, 
2010). This constant experience of negative concepts (and politically filled mainstream 
racism) by people from NESB and particularly Muslims can make it harder to acquire equal 
membership in wider society, possibly leading to further social discrimination (Modood, 
2010). 	  	  
Attempts to address multicultural concerns in schools have included reviews of behaviour 
codes at school towards bullying and racism (Adams, 2004; Koleith, 2010), besides 
teaching English and community languages (Smolicz, 1997; Clyne et al., 2004; Girdwood 
& Gilmour, 2006) and numerous programs addressing parents’ literacy, social isolation 
and programs generating community involvement (Adams, 2004; Girdwood & Gilmour, 
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2006; Yuen & Cheung, 2013), as well as addressing children’s emotional needs (Lizuka et. 
al, 2013). 	  	  
Responses to Multicultural Claims in Education 	  	  
Multicultural education became a concern in the 1970s, particularly in relation to 
opportunities for learning English as a second Language (McInerney et. al, 2001; 
Clyne et al., 2004; Leeman & Reid, 2006; Partington, 2006; Collins, 2013). The state-
based curricula had some anti-racist and social justice elements but they were mainly 
focused on Anglo-American study material and cultural references with no concessions to 
some needs of immigrant children (Queensland Board of Teacher Education, 1980; 
McInerney et al., 2001; Rizvi, 2006; Leeman & Reid, 2006). As the nation state started 
promoting multiculturalism many reports were commissioned to address the “migrant 
problem” (Rizvi, 2006). Following the recommendations from the Galbally Report in 
1978 there was a governmental shift with more services for migrants and a broader 
social responsibility on the promotion of multiculturalism (Koleth, 2010; Collins, 2013; 
Matthews, 2013). Identifying the role of education in achieving this goal, the national 
government funded the development of multicultural and community language 
education programs in schools (Koleth, 2010; Matthews, 2013). 	  	  
In the mid-1980s specific programs were made mainstream within school curricula 
focusing less on ethnicity and more on the intersections of cultural background, gender 
and social class (Leeman & Reid, 2006; Koleth, 2010). Soon, however, English teaching 
programs were cut back while the state education system was fragmented and the number 
of religious private schools boomed (Leeman & Reid, 2006). The Fitzgerald Report in 1988 
brought concerns that the philosophy of multiculturalism was not widely understood and so 
this philosophy was re-framed by the country’s government as based on three principles: 
Loyalty to Australia, Acceptance of the Australian System and Mutual Respect (Koleth, 
2010). From 1996 to 2007 Australia had a conservative coalition government that 
appeared unenthusiastic about the multicultural policies of earlier years, but did not reject 
the bipartisan agreement on multiculturalism. That administration shifted the focus though 
to a “community harmony” approach instead of valuing cultural heritage. That government 
also added an economic aim to its social and cultural objectives, marketing and 
commodifying Australian multiculturalism, particularly as part of the educational 
environment they offered to prospective international students (Council of Australian 
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Governments, 2010; Collins, 2013). 	  	  
In 2011, during the Australian Labor Party government, the most recent national 
multicultural policy was released, The People of Australia. This policy highlighted for the 
first time concerns with vulnerable and refugee populations, bringing forward anti-racist 
strategies and an interest in using cultural diversity to strengthen social cohesion (The 
People of Australia, 2011; Collins, 2013). These were very important changes in the 
policy because racism has been an issue not always well articulated in schools’ 
multicultural engagements (Clem, 2005; Leeman & Reid, 2006; Koleth, 2010). This 
policy also identified the government as responsible for attending to diverse communities’ 
needs and ensuring equitable services to all Australians (The People of Australia, 2011). 	  	  
In the Australian national curriculum (ACARA, 2013) considerations towards 
multiculturalism are also expressed as a concern regarding students’ development of 
‘intercultural understandings’. Such competency should be achieved by learning about 
their own culture and that of others, learning Aboriginal and Torres Strait Islander history 
and culture and also engaging with Asian countries as they are both listed as educational 
priorities. However, a recent review of the national curriculum jeopardises these 
discussions as priorities and threatens to bring the curriculum to a more Western-centred 
position (Adoniou, Louden, Zyngier & Riddle, 2014). This same curriculum recognises that 
students from NESB are not a monolithic group, having diverse school entry and English 
levels and, therefore, may require additional time and teaching to address their individual 
language learning needs (Saavedra et al., 2009; Creagh, 2013; ACARA, 2013). 
Nevertheless,  it  is  unclear  how  exactly  the  Australian  curriculum  intends  to  support 
students from NESB. At the same time, while engagement with Asian countries is openly 
economically motivated (ACARA, 2013) and attracting paying NESB students to Australia 
is a profitable industry heavily advertised on school’s websites (Wilkins, 2011),  other 
outcomes such as fighting racism and the inclusion of the most marginalised do not 
present obvious financial gains and could, therefore, easily fall into the background in a 
neoliberal context. 	  	  
From the beginning of multicultural policies in Australia, the importance of funding 
media and teaching of community languages was recognised, not only as a way to aid 
citizens with limited English skills, but also as an important social justice tool to fight 
racism, and an asset providing the nation with bi- or multilingual people (Clyne et al., 
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2004; Girdwood & Gilmour, 2006). Even though teachers and school staff have at times 
been resistant to the idea that schools should take a role in language maintenance and 
they have struggled to see diversity as a country’s asset, with very little change in 
opinions over the decades (McInerney et al., 2001; Saavedra et al., 2009), many policies 
through the years aimed to promote community languages including government funding 
to ‘ethnic’ schools (community based schools teaching community languages) 
(Community Languages Australia, 2013; Matthews, 2013), and a more recent policy 
at the turn of the century targeting Asian languages for business reasons (Clyne et al., 
2004; ACARA, 2013). Access to interpreters has also been provided since the onset of 
the multicultural discussion and the Translating and Interpreting Service (TIS National) 
has consistently been used by all levels of government and its institutions to ‘plug gaps’ 
in the system as a whole (Clyne et al., 2004). 	  	  
The state of Queensland has had multicultural policies since 1993, with the most recent in 
2011, following similar concerns as the national policies but still more focused on teaching 
English as a second language and promoting ‘community harmony’ through small grants 
programs (Queensland Government, 2004, 2011). The Queensland Department of 
Education, Training and Employment has clear guidelines for the use of interpreters in 
schools when necessary. The state also distributes a ‘Working with Interpreters Kit’ in 
schools and offices among other initiatives (Queensland Government, 2011; Brisbane 
Multicultural Arts Centre, 2014). Still, it is true that Queensland is usually behind other 
Australian states when it comes to translated government material (Clyne et al., 2004). 	  	  
Research unfortunately shows that after three decades of policies in this area the issue of 
multiculturalism is still divisive and while Australia is seen as the country with the highest 
integration of immigrants among Anglophone countries, migrants are still facing 
specific disadvantage and racism, including Australians of Muslim backgrounds, 
international students and asylum seekers (Smolicz, 1997; Collins, 2013). Research 
shows job applicants from minority backgrounds still attain fewer interviews, it is still 
difficult to validate certification acquired overseas and the market penalises cultural 
differences instead of identifying value in it (Collins, 2013). 
 	  	  
Some schoolteachers also appeared to have difficulties in managing and embracing 
multiculturalism including having difficulties in identifying and addressing students’ needs 
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that result from migration and/or cultural background and understanding students’ ways 
to manage their new environment (Tsolidis, 2001; Oliver, McKay, & Rochecouste, 2003; 
Saavedra et al., 2009). Such difficulties are often due to a lack of multicultural content in 
the teachers’ graduation courses (Hickling-Hudson & McMeniman, 1993; Cruz-Janzen & 
Taylor, 2004; Ensign, 20009; Harreveld, 2012) and/or individual resistance to some 
multicultural ideas, in particular, supporting immigrant children to connect with their cultural 
heritage (McInerney et al., 2001; Collins, 2013). 	  	  
Multiculturalism and Gender Equality – Combined Responses 	  	  
While policies and strategies in multiculturalism and gender equality have achieved their 
own limited outcomes through the years, a shared shortcoming is that they do not dialogue 
and are usually developed separately, without consideration for their points of intersection. 
A key group affected by this lack of dialogue is girls from NESB and/or migrant girls. 	  	  
As discussed in the previous two chapters, the intersection of multiculturalism and gender 
equality agendas is not without its own challenges and requires close observation and 
clear strategies to provide real social justice to minority women. Some studies have tried to 
focus on this issue in schools, specifically. Research has identified how girls from minority 
backgrounds often struggle with school material and assumptions of femininities centred in 
‘whiteness’ (Crothers, Field & Kolbert, 2005; Carter, 2007), and experience educational 
difficulties that may be specific to the girls’ backgrounds and cultural experiences of 
schooling (Smith-Hefner, 1993). Research also draws attention to the difficulties for some 
minority girls in adapting cultural practices to physical education demands (Hamzeh & 
Oliver, 2012) and the diversity in the formation of identities of girls from multiple 
backgrounds co-existing and trying to combine their identities (Joseph, 2010). Studies 
have also identified the impact of education workers’ backgrounds on their capacity to 
support girls from minority groups (Keddie, 2011; Harreveld, 2012) and their ability to 
identify intersecting needs (MacNaughton, 1999) also beyond culture and gender (Sweller, 
Graham & Van Bergen, 2012), and finally, the impact of mainstream beliefs of racism, 
social class and other migration by-products on the girls’ ability to achieve in school and 
their families’ ability to support them (Tsolidis, 2001). 	  	  
Research points to the need to affirm the importance of cultural values, community and 
religion, while at the same time acknowledging the complex relationship such concepts 
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have with race, gender and class, and the role of power in this intersection (Tsolidis, 2001; 
Ringrose, 2007b; Martino & Rezai-Rashti, 2008; Keddie, 2011; Enright, 2011). In addition, 
research highlights the possibilities of exploring gender assumptions in multicultural 
classrooms (Galczynski, Tsagkaraki & Ghosh, 2011) and the need to hear from the most 
marginalised girls in schools and create spaces where girls can negotiate their realities 
(Tsolidis, 2001; Martino & Pallotta-Chiarolli, 2005; Peek, 2006; Keddie, 2011). Research 
also points to the phenomenon of ‘ t h e  c u l t u r a l  d e f i c i t  m o d e l ’  
attributing to cultural difference problems that are actually the result of poor 
communication, racism or a by-product of the migration process and the need to 
acknowledge these as the causes of these problems to  effectively address them instead 
of simply calling it ‘culture’ (Tsolidis, 2001; Dilg, 2010; Modood, 2010). 	  	  
Conclusion 	  	  
In this chapter I presented the most common demands in the gender equality and 
multicultural agendas and how Australia has been responding to them since mid-1970’s 
through national and state policies but also specific programs and initiatives. This chapter 
also highlighted the problems with multicultural and gender equality agendas being 
developed in parallel, as minority girls’ needs regarding both agendas often intersect. 	  	  
Furthermore, while in the gender equality agenda there was a ‘backlash’ against feminist 
ideas resulting in more conservative policies and reports, multiculturalism seemed to 
experience several advances on paper while facing a backlash in media. Nevertheless, 
both agendas have faced backlash in the last decade. 	  	  
This research applied a transnational feminist framework, while listening to seven girls 
from NESB and their experiences of intersecting multicultural and gender equality needs 
at school. In the next chapter I explain the methodology used here, Voice Centred 
Relational Method (VCR), a feminist methodology that suits transnational feminist research 
as it focuses on the voices of girls while allowing for considerations of power and 
subject fragmentation. 
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Chapter 4 Methodology 	  	  
 
Introduction 	  	  
This chapter describes and justifies the methodological framework used in this study to 
investigate NESB girls’ experiences at school regarding gender and multiculturalism. In 
this chapter, I explain the methods and procedures used in this research and the research 
design of the study. To illustrate research context, I describe the participants. Then I 
explain the methods for data collection and data analysis. In the concluding section, I 
discuss issues of validity, ethics and researcher positionality. 	  	  
The research focused on female students’ experiences of school regarding, specifically, 
their gender, cultural background and the intersection of both. This decision was the result 
of first, my work experience hearing mothers and their children complaining about their 
difficulty communicating with schools in Australia; and second, the academic perception 
that there is a lack of research from the student’s standpoint following the roll-out of 
educational policies in Australia (MacDonald, 1997). The questions directed to the 
female students were about the possibilities and difficulties of exploring, expanding 
and understanding gender and multiculturalism at school. In this chapter I present the 
criteria I used to select participants, the methodological tools of data collection and 
analysis, and the logic behind using such tools for this research. Here, I introduce the 
participants’ stories and the points of contact with my own story of gender, migration and 
settling into a multicultural environment. 	  	  
Overview 	  	  
This qualitative study employed Carol Gilligan’s feminist theories of women’s voices in 
research and her method (Brown & Gilligan, 1993; Doucet & Mauthner, 2008). The 
analytical tools were Voice-Centred Relational Method (VCR) (Pinto, 2004) and thematic 
analysis (Halland, 2007). All these tools and methods have been utilised earlier in feminist 
research and they were selected for this research for their suitability under a transnational 
feminist framework as they allow the observation of power relations while focusing on the 
girls’ stories. 
 
This feminist analysis drew from young women’s experiences, identities and the epistemic 
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effects of their social location (Brown & Gilligan, 1993; Mohanty, 2006). The young women 
in the study were in a significant social position from which to inform and observe the 
interaction of gender and cultural backgrounds at school, as they were subjected to, and 
impacted by, decisions made concerning both agendas. Simultaneously, they received 
official and unofficial messages regarding gender and multiculturalism in society, finding 
ways to respond to these messages (Kenway et al., 1997). While I acknowledge that the 
social location of these participants and mine as a researcher brought specificity to the 
analysis that may not be achieved in any other way (Mohanty, 2006), I do not suggest that 
women’s social location will provide access to the only ‘truth’. 	  	  
Procedure 	  	  
Seventeen semi-structured interviews were conducted. The interviews were between one 
and two hours long, seven of which were with the young women in their own houses and 
10 with ‘informants’ (the girls’ parents, siblings and a childcare worker). The informants 
were found through a snowball sampling process where the girls were asked to suggest 
four people each who could enrich their stories (Sulaiman-Hill & Thompson, 2011; Suri, 
2011). Informants were interviewed in their own homes or via email. The interviews 
sought to elicit an understanding of the girls’ experiences of negotiating gender, 
ethnicity/race and culture at school, what their schools had made available, and the 
difficulties in navigating their realities. The data gained from these interviews were 
supported by relevant publicly available school and government policies associated with 
each of the young women’s schools. School and government policies and further data 
were accessed in the girls’ schools and on government websites with the sole purpose of 
enriching and validating some aspects of the participants’ interviews while revealing 
possible gaps and contradictions in policy and practice and were not to be analysed 
outside this context. Also, this information is not to be considered the definite truth 
regarding schools’ practices as it is only a part of the public presentation of the school 
(Wilkins, 2011), and does not encompass the complex dynamic of day-to-day functioning 
of schools. 
 
Key informants included friends, family members and a childcare worker but some 
suggested informants were unfortunately unavailable for an interview. Originally, I 
intended to include teachers and school staff in this research, imagining they would have 
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much insight into the girls’ learning experiences, school policies and many of the 
stories the girls’ shared with me. However, the interviewees did not suggest any of 
these professionals to be interviewed during the snowball sampling process. None of the 
interviews indicated there was a need to approach teachers b e c a u s e  o f  a number 
of reasons, including that  many girls had changed schools since learning English and 
could not remember their teachers’ names, did not have their contact details and 
certainly did not remember how active the teachers’ roles were in their English learning 
experience. The informants, such as parents, siblings and friends were presented as 
more relevant to the girls’ learning experiences, than their teachers. This was in itself a 
very revealing piece of information and it is further explored in the data analysis as 
teachers and school staff rarely appeared as leaders and role models in the stories the 
young girls shared in their interviews. 	  	  
Selection of Participants 	  	  
The participants in this research came from ‘convenience sampling’ (Hart, 2007), meaning, 
the population approached for this research was easily available through my personal and 
professional contacts as a community worker. Some of my acquaintances approached 
people in their community and invited them to take part in this research which was 
expected to originally include five girls from primary to high school age. However, the 
number was expanded to seven, when a participant’s sister and another participant’s 
friend expressed interested in joining the interview process. The criteria for selecting 
participants included: 1) being a girl attending school at the time of the interview (not 
including university or childcare), and 2) being from a non-English speaking background 
(NESB).  	  	  
The recruitment process had a good response, particularly from the Brazilian and former- 
Yugoslavian communities, due to my husband’s and my personal contacts within our own 
cultural communities.  Nevertheless, only seven  of  all volunteers  fulfilled  both criteria, 
including one girl who was born in Australia. As the multicultural policies in education do 
not differentiate background, there was no concern regarding the specific NESB 
background the girls were from. As a result there were girls from my own background 
(Brazilian), girls from a background I have some understanding of its customs and 
language (Macedonian) and a girl from a background I knew little about and did not speak 
the language (Iraqi). 
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The girls’ ages were also not strictly planned as my only concern was interviewing girls 
attending school and having some distribution between primary and high school. There was 
never an intention of directly comparing their opinions and experiences beyond 
demonstrating recurrent themes; their stories were to be read in their specificities, including 
their ages. At the same time there were concerns regarding timing the interview and 
adapting vocabulary to their age, after all, even though all the girls are developmentally 
able to display language, thought, perception, memory and attention, their compound 
functions are progressively integrating from seven until 13 years of age (Langford, 2005). It 
was also expected that they would experience different levels of judgement and ethics due 
to their age that may change their opinion regarding their experiences and their 
suggestions for improvement but would not invalidate their experiences (Muuss, 1988). 
 
After contacting the students and acquiring consent from at least one of their parents, 
I conducted the interviews. In the final question I asked the girls to suggest four 
informants with knowledge of the stories already presented or who could contribute to the 
bigger picture. This process did not always generate four participants with many young 
women suggesting less than that. The reasons presented varied, with some girls not being 
able to find four people who they believed were aware of their personal stories while 
others did not have contact with the ‘ideal’ informants any longer, having to reduce the 
number of people suggested. In addition, some suggested informants were 
unavailable as previously described, therefore, further reducing the number of informants. 	  	  
The sampling process also included informants who I suggested to the participants, a 
process known as ‘theoretical sampling’ (Hart, 2007). After a few interviews I identified 
some people (such as a childcare worker and a family friend) whom I believed could 
contribute important information but who were not identified as possible informants by the 
young women when they were first approached. Participants were invited to present their 
thoughts on my suggestions for interviews and the interviews were carried out after their 
approval and the informants’ consent. Consent and availability for interviews were once 
again a problem as not all informants identified through theoretical sampling were able to 
participate in this research. As many participants did not suggest four informants, the 
practice of ‘theoretical sampling’ did not increase the number of interviews (originally 
planned as 20 while 17 eventuated). 	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Data Collection – Individual and Group Interviews 	  	  
At the beginning of the individual interviews, participants were presented with an 
information sheet and a consent form that was signed by them and their mothers. Even 
though any parent could sign the form and some interviews were arranged first with the 
father’s verbal consent, it was always the mother who received me at the girls’ homes 
and, therefore, signed the consent form. The mothers were not present at the girls’ 
interviews and all interviews with participants and informants were individual 
except for the two Macedonian sisters who were interviewed together and 
watched their mother being interviewed and Bernadette’s family was 
interviewed together (mother, father and brother). 
 
The fact that I was able to meet all mothers but not all fathers or other main carers is 
significant and its meaning and implication to the research conclusions is further 
explored in the data analysis as this experience allowed me to have considerable 
insight into the mother-daughter relationship and the mothers’ relationships with the 
daughters’ schools. On the other hand, I had very limited information about the father-
daughter relationship. What I did learn, however, was there was an ongoing theme 
among the young students and their mothers concerning the fathers’ role in assisting 
their daughters to learn English while mothers were more active 
helping the daughters to keep in contact with their cultural background as further explained 
in Chapter 6. 	  	  
The interviews were conducted as semi-structured with some closed questions used with 
all the young women to ascertain demographic information. Open-ended questions used 
to start the discussion around the main points of this research: the girls’ experiences 
regarding multiculturalism, gender and the difficulties and possibilities at school. These 
questions were followed by clarification questions that were adapted to each individual 
circumstance. The interviews took place in settings in which the participants felt 
comfortable; they were audio-recorded (for all female students and most informants) and 
transcribed for the analysis process. The questions were designed in a way where the 
questions regarding multiculturalism mirrored the questions regarding gender (appendix A) 
and the way they led to follow-up questions is demonstrated through Chapter 5 – Data 
Analysis. 	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All participants and informants were invited to attend a group feedback and consultation 
meeting after the data analysis had been concluded. Feedback and debriefing 
opportunities were offered at the end of each interview. 	  	  
Research Questions 	  	  
The questions this research intended to respond to are informed by the broad questions 
presented in Chapter 1. The main research question was: “How are female students from 
NESB negotiating their realities as females and members of a minority community at 
school?” 	  	  
To answer this question some other questions first needed to be answered. These 
questions were: 	  	  
“How are these students responding to messages regarding gender and multiculturalism? 
What are these NESB girls’ difficulties and possibilities?” 	  	  
“What are the tensions and possibilities of convergence between gender equality and 
multicultural agendas that can be observed in the participant’s school life?” 
“Is there an agenda that seemed to be prioritised based on the participants’ experiences?” 	  	  
The closed and guiding questions asked (see appendix A) were designed to start a 
conversation regarding the central points of this research, namely, how their schools 
approached multiculturalism and gender and how they managed being from a minority 
background and a girl in Australia. The questions asked required follow-up, allowing me as 
a researcher to ask more personalised questions to ensure all questions were explored 
from a gender and multicultural point of view, combined or not. This way the female 
participants could reflect on their needs and the level of support coming from within and 
outside their school environment, and address themes related to their formal education 
such as learning English as a second language, social conventions and future aspirations. 	  	  
Data Analysis Process 	  	  
Organising Data 	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All the participants’ interviews were recorded and subsequently transcribed while the 
informants’ interviews were submitted in various formats such as one by email, seven 
face-to-face tape recordings and one informant did not authorise the recording of the 
interview but submitted solely through note-taking. Some of the informants’ interviews 
were, therefore, transcribed in their entirety, others partially transcribed and two did not 
require any transcription at all. The informants’ interviews were primarily used to 
enrich and validate the participants’ stories and as a result, they were not submitted 
to the VCR method of analysis (Brown & Gilligan, 1993). 	  	  
Nine interviews were conducted in Portuguese and eight in English. Interpreting was 
required to support two of the informants’ interviews in English, translating from Arabic to 
English. The interviews in Portuguese had to be transcribed and only the excerpts used 
as quotes were translated to English, keeping in mind the need to maintain the 
participant’s intention and tone when speaking while trying to be as literal as possible 
during the translation. The interviews that were conducted in English were not modified in 
any way. 
 
The Issue of Translation 	  	  
As transnational feminism comes from a perspective of international and cross-borders 
solidarity, translating materials is often a concern because there is an inherent difficulty in 
translation as not all words and expressions have perfect equivalents in another language 
and such difficulties can lead to misinterpretation, misconception and manipulation, with 
knowledge sometimes lost in translation (Mohanty, 2013). As a way to address translation 
difficulties, Mohanty  (2013) indicated that women in solidarity  movements and cross- 
cultural relations using their lived experience are actually in the best position to translate 
concepts developed in another context. Once again, this highlights how the connection 
between practice and academia is fundamental to transnational feminism. 	  	  
In this research there were numerous moments where some translation was 
necessary. In the interviews with translation from Arabic to English and the interviews in 
English with informants and participants from NESB, effort was required from all involved 
to make the message clear in English. It was my individual responsibility to translate 
to English the interviews conducted in Portuguese. This was also the case with books 
and articles, as some of the material utilised in this research was accessed originally in 
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Spanish or Portuguese. I believe that what positively contributed to a more accurate 
process of translating languages and concepts in this research was that not only the 
one speaking but also myself and twice an interpreter were involved in the translation 
process during some interviews, deciphering meanings together, and making sure 
the speaker  had the chance to  approve the f ina l  const ruct .  A lso,  when I 
had to translate by myself I did so from my ‘mother tongue’. When translating concepts 
I had literature available in more than one language to cross-check the correct use of 
words. Finally, as indicated by Mohanty (2013), it is positive to the translation process 
that I come from a lived experience of cross-cultural relations and solidarity social 
movements and, therefore, I am familiar with how some concepts/words have been 
used and need to be translated, especially to the Australian context, as I have been 
based in this country for eight years as a migrant woman from NESB working with 
migrant women. 	  	  
Translated quotes from the interviews presented in this research carry a ‘(tr)’ meaning 
‘translated’ besides the quote. The other quotes were originally spoken in English. 
 
Data Analysis Method 
Voice-Centred Relational Method 
One of the data analysis methods used in this research was the VCR – Voice-Centred 
Relational Method – a feminist method specially developed to value the voice of women 
and girls (Brown & Gilligan, 1993; Paliadelis & Cruickshank, 2008). It was created by Carol 
Gilligan as a device to study women’s voices in psychological research and later 
expanded by various authors to different research fields (Byrne, Canavan & Millar, 2009). 
The VCR aims to identify who is speaking and who is listening. It presents a core concern 
with voice, while valuing the interpersonal relationship between the researcher and the 
participant, and the researcher’s reflexivity as analytical steps described in the method 
(Byrne et al., 2009), also recognising reflexivity as not fixed but contingent to the 
researcher and the socio-political context of the research (Alvesson, Hardy, & Harley, 
2008). Loyal to its psychology roots, the method invites the researcher to relate to the 
participant’s story as unique, focusing on their particulars, their subjectivity and valuing 
difference (Byrne et al., 2009). Such an approach to the participant’s story is also 
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important in transnational feminist research, facilitating the combination of this theory and 
the VCR methodology. 	  	  
Doucet and Mauthner (2008) turned the VCR analysis process into an explicit practice 
making clear the conventions regarding interpretation in order to attend to the 
requirements of transparency and accountability (Byrne et al., 2009). The manual 
explaining the conventions to apply the VCR is named ‘Listening Guide’ (Pinto, 2004; 
Doucet & Mauthner, 2008). The VCR approach considers stories from a number of 
perspectives through a systematic and rigorous practice of simultaneously re-reading and 
listening to interview transcripts while recording in a journal the researcher’s responses to 
the story, non-verbal cues given during the interviews and the emotional reactions to each 
reading-listening step (Brown & Gilligan, 1993; Paliadelis & Cruickshank, 2008). Its 
advantages for this specific research, besides already being a feminist tool, is that it is 
voice-centred and, therefore, able to capture the multiplicity of standpoints the participants 
can take in relation to the subject (Pinto, 2004). It is also particularly suited for topics that 
involve possible self-fragmentation (as in these cases of gender and diverse background 
standpoints), because the method can account for fragmentation (Pinto, 2004). The four 
stages of simultaneous reading and listening aim to identify the story and who is speaking, 
how the speaker positions herself in the story, and what she is saying about 
relationships, and her societal and cultural frameworks (Doucet & Mauthner, 2008). 	  	  
The first step of simultaneously reading and listening allows the researcher to follow the 
plot and attend to recurring words, metaphors, inconsistencies and emotional resonances 
while examining how and where some personal assumptions and views might affect the 
analysis. Documenting personal responses to the interview in a researcher’s journal, and 
presenting it against the data collected in the interview is also part of this first reading 
(Letvak, 2003; Walters, 2006; Paliadelis & Cruickshank, 2008; Doucet & Mauthner, 2008). 
The importance of this step in a study is to make transparent any researcher bias towards 
a participant’s story and allow the researcher to hear details about the interview that did 
not get the researcher’s attention during the time of the interview. From a transnational 
feminist point of view, it is at this step that the researcher has the opportunity to become 
more aware of the power imbalances (Mayuzumi, 2008) of the research/researcher 
relationship and attempt to address it in the analysis (the same issue would have been 
partially addressed during the interviews as well). 	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This step allows seeing the individual particularity in the global context of the issues 
studied. For instance, I remembered Bebe’s interview as very short and lacking depth in 
her responses. I had the feeling she did not enjoy the research or like me particularly and I 
documented this in the researcher’s diary. It was only during this listening step that I 
realised how approachable and polite she was, allowing me to address my bias towards a 
‘bad interview’ and my power as an adult researcher. Even though she was one of the 
three primary school Brazilian girls that I interviewed, I could also hear the particularity of 
her migration experience, family structure and personality that shaped her perception and 
ways of dealing with life, including multiculturalism and gender. 	  	  
The second reading of the interview transcripts traces the “I” in the text so as to identify 
how the participant felt and spoke about herself without the researcher’s interpretation or 
bias (Letvak, 2003; Walters, 2006; Paliadelis & Cruickshank, 2008; Doucet & Mauthner, 
2008). This is at the heart of the VCR method and is also very important for transnational 
feminism because it is at this step that we learn the young girls’ points of view, their 
understanding of their needs and their opinions about the educational system and current 
schools. It is also at this step that these young girls’ understandings of gender, culture, 
migration, multiculturalism and the intersection within their lives and at school become 
clear. The second step is what ensures the centrality of women’s voices in this method 
and it is an important contribution when analysing this phenomenon from the young 
women’s standpoints as in transnational feminism-informed research. Even though all the 
VCR analysis steps contributed to the final analysis and, therefore, to answering the 
research questions, it was at the second reading-listening step where it became clear how 
the girls were negotiating gender equality and multiculturalism at school and how they 
believed the schools were approaching both agendas. 	  	  
The third reading of the interview transcripts is a reading for social networks and 
relationships. It is informed by feminist critiques of individualistic conceptions of agency 
(Brown & Gilligan, 1993; Doucet & Mauthner, 2008) and a perception of how relationships 
are central to the lives of women and the formation of their identities, with identity being a 
central concern in transnational feminist research, particularly in the context of intersecting 
social issues (Mayuzumi, 2008). In addition, this reading-listening step acknowledges how 
women often talk about themselves from the position they occupy in a relationship (Brown 
& Gilligan, 1993; Letvak, 2003; Pinto, 2004; Paliadelis & Cruickshank, 2008). At this step, 
the attention is on relationships and how they affect the young girls’ dealings with gender, 
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multiculturalism and the school responses to these and other realities. Often when 
analysing the material it was possible to see how the girls’ opinions about teachers or the 
school, for instance, changed after observing a friend’s or sibling’s experience, giving 
further insight into the ways the schools were dealing with multiculturalism and gender 
equality and how the participants perceived it. This step was also useful when selecting 
possible informants who were not named during the interviews. 	  	  
The fourth and final reading of the interview transcripts focuses on structured relations of 
power and dominant ideologies and how they frame the narrative in an attempt to link 
macro-level structures and micro-level narratives (Walters, 2006; Paliadelis & 
Cruickshank, 2008; Doucet & Mauthner, 2008). In this research it meant there was a focus 
on gender, multiculturalism, culture, language, school projects and attitudes and any other 
theme that was strong and intimately linked to multiculturalism and gender in a particular 
girl’s story. This step evidenced the relationship and possible conflicts and contradictions 
between the young girls’ observations, opinions and information received from others. This 
reading-listening step allowed for an analysis of the connections between personal ‘issues’ 
and global dimensions of problems and solutions. For instance, in a few interviews, the 
girls mentioned they did not practice sports as much in their countries as it was a ‘boys’ 
interest’ or just not important at school. However, when they moved to Australia the 
schools here seemed to value sports and demand their participation. They realised that 
not only they had less practice than boys but also less than girls born in Australia. It was 
only in this fourth step that the connection between this private matter and the global 
problem of women often being raised to a domestic life without physical activity or at least 
not as often as their male counterparts, became clear (Shaw & Frisby, 2004; Noakes, 
2011; Caudwell, 2011). 	  	  
Even with so many layers of the interview text being explored, I am aware that this does 
not exhaust the narrative, as there is always space for retelling, reshaping and re- 
signifying (Clandinin & Connelly, 2006; Doucet & Mauthner, 2008). As a way of 
acknowledging these re-telling possibilities and to enrich the participants’ stories, the 
informants’ interviews were used, complementing the participants’ original narrative as well 
as the school and government publicly available policies, bringing further knowledge 
regarding the schools’ management of both gender equality and multicultural agendas. 	  	  
In addition, within the VCR approach, there is a psychoanalytical understanding that 
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unconscious processes are also part of human purposes (Doucet & Mauthner, 2008). This 
assumption generates questions regarding the existence of a deeper subject behind the 
story and the possibility of accessing this subject (Doucet & Mauthner, 2008). I accept 
here the perspective, present in Doucet and Mauthner (2008), that there is no ‘self’ in 
isolation from ‘other’ and outside the material reality. Also, there may be a subject deeper 
or behind the narrative, but all we can know is what is narrated by the subject and 
our interpretation within the social relations from within which the subject speaks 
(Clandinin & Connelly, 1986). In these discourses, the subject positions herself and is 
positioned by others in ways beyond her control (Ringrose, 2007b). Therefore, any 
conclusions drawn from this research are positioned within this understanding of 
subjectivity, agency and determinism. 	  	  
It is important to note that as a community worker and a psychologist I was already trained 
in a few techniques of interviewing and analysing recorded interviews and had no 
difficulties in utilising the ‘Listening Guide’. Still, I found it useful to have the analytical 
steps described with precision. The ‘Listening Guide’ was created for untrained 
interviewers to systematise the practice and, therefore, validate to the research 
community what Carol Gilligan did as a psychologist. 
 
Thematic Analysis 	  	  
Thematic analysis is an analytic approach and a synthesising strategy (Halland, 2007) and 
in this study it was part of the meaning-making process that included the previously 
mentioned VCR method. The purpose of this analytical tool in my research was to find 
relationships between subjects raised in the interviews or through the VCR analysis, and 
to identify themes across stories (Halland, 2007). In the feminist use of thematic analysis, 
the researcher’s role in co-creation of data is made explicit as in the case of this research 
where a researcher’s diary and my questions to participants were important contributors to 
the creation of categories and grouping of the information (Halland, 2007). This process is 
made clear in the next chapter where the data analysis takes place. 	  	  
Thematic analysis does not belong to any specific school of thought in the qualitative 
research tradition and can be utilised in combination with other methods (Halland, 2007). It 
was used here after the VCR analysis was concluded, to organise the data around themes 
and further the analysis. In this research I utilised deductive and inductive analysis 
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(Halland, 2007). This meant that analytical themes emerged directly from the questions 
developed for the interview (inductive analysis) while other themes emerged from the 
observation of the data gathered, particularly the data gathered and generated by the VCR 
steps of analysis (deductive analysis) (Halland, 2007). For instance, the theme ‘Gender 
and Multiculturalism at School’ was developed based on the answers to Question 4 “How 
does school help you to do well when you have difficulties? Please give an example.” 
(Appendix A), while the theme ‘Gender, Multiculturalism and Peers’ resulted from 
analysing the whole data set, particularly the VCR third step where the girls’ relationships 
were considered. 	  	  
Participants 	  	  
Of the original seven participants, one was from Iraq, two from Macedonia and four 
were from Brazil. Coincidently, all the girls’ parents still lived together and were from 
the same cultural background. Only one of the participants was born in Australia, two 
participants had been in Australia for more than four years and the other four participants 
had been here for less than 4 years in total. They were all in different school grades with 
three girls in high school 
(one in a Catholic school and the other two in public schools) and four in primary school 
(three in public schools and one in a Catholic school). 	  	  
All participants’ names have been changed to protect their privacy and guarantee 
confidentiality. 	  	  
Bernadette was 15 years old and came from Iraq with her mother and older brother seven 
years earlier to reconnect with her father who was already in Australia. She had attended 
two years of schooling in Iraq and did not speak a word of English when she entered the 
Australian public school system. At home her family only spoke Arabic and her parents 
had difficulty communicating in English without an interpreter. She intended to remain in 
Australia and study computer engineering. She was an Australian citizen and also a 
devoted Muslim, as were all her immediate family. I interviewed her parents and older 
brother as she suggested and these informants’ interviews were conducted as a group 
interview as per the parents’ request and unwillingness to use an interpreter other than 
their son. 
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Idina was 13 years old and came from Brazil with her mother, father and older half-brother 
three years earlier on her father’s work visa. At the time of moving, only her father could 
speak English. At home the family spoke only Portuguese and the mother found it difficult 
to communicate in English in some situations. Idina intended to study Arts in Japan and 
was unsure where she would live in the future. I invited her parents and older brother to be 
interviewed as she suggested, but unfortunately, only the mother was available to be 
interviewed. Idina and her family held a temporary visa in Australia at the time of interview. 	  	  
Bebe was eight years old and came from Brazil with her parents and older brother less 
than three years earlier as a dependant on her parents’ student visa. At home the family 
only communicated in Portuguese, partially because Bebe refused to speak English at 
home even when her parents asked her to. She was part of a devoted Pentecostal family 
and was a very close friend of Marin (below) who attended the same church. She was 
attending her second public school in Australia after also attending one childcare centre 
here and one in Brazil. She talked about staying in Australia after finishing her schooling. 
Bebe suggested her parents and a couple of friends to be interviewed; I also suggested an 
interview with a family friend and childcare worker who gave some advice to Bebe’s family 
when they arrived in Australia and she accepted this suggestion. Unfortunately only the 
mother and the childcare worker were available for interviews. Bebe and her family held 
temporary visas in Australia. 	  	  
Marin was nine years old and came from Brazil with her parents three years earlier. Her 
mother had a student visa while her father looked for work as a pathway to permanent 
residency. At home her mother insisted on speaking English with her daughter at times. 
However, Marin and her father preferred Portuguese. They were very devoted to their 
Pentecostal religion and she was attending her second public school in Australia after 
some experience in childcare here and in Brazil. She did not consider living anywhere 
other than Australia or Brazil so she could remain close to family members. Marin 
suggested interviews with her parents and I suggested an interview with Bebe that she 
agreed to. Marin’s mother and Bebe were both interviewed. Marin and her family were 
holding temporary visas in Australia. 	  	  
Sutton was 13 years old and came from Macedonia with her parents 10 years ago. She 
had done all her schooling in Australia and at home the family spoke English with some 
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Macedonian words. They were Orthodox Christians, however, Sutton studied in a Catholic 
school. Sutton was the older sister of Audra (below) and planned to remain in Australia 
after finishing her studies. She suggested her mother, sister and best friend to be her 
informants, however, the friend was not available for interviews. Sutton and her family 
were Australian citizens. 	  	  
Audra was 10 years old and was born in Australia to Macedonian parents. She had done 
all her schooling in Australia. She studied in a public school and believed she would attend 
high school in the same Catholic school as her sister. Audra intended to spend some time 
in Macedonia in the future to perfect her language-of-origin skills. She suggested her 
mother, sister and best friend as informants, however, the friend was not available for 
interviews. 	  	  
Patti was seven years old and was attending her second year at the local Catholic school. 
She came to Australia from Brazil two and a half years earlier due to her father’s work visa 
and the family spoke Portuguese at home at all times. She suggested her parents as 
informants and at my suggestion she accepted that I interview the daughter of a family 
friend who helped with her settlement in Australia. Sadly this other girl did not want to 
participate in the research, therefore, I only interviewed Patti’s parents. Patti and her 
parents were Australian permanent residents and her younger brother was an Australian 
citizen. 	  	  
I am 32 years old and came from Brazil for the first time in 2006 on a student visa to learn 
English. I returned to Brazil in 2007 and came back to Australia in 2008, again on a 
student visa, however, I was already planning to live with my boyfriend and to eventually 
stay permanently in the country with him. I did all my schooling in Brazil up to university 
graduation and studied English in Australia (two schools in 2006), completed a Graduate 
Certificate in Educational Studies in 2008 and started my current Masters in December 
2011. We speak mainly English at home and practise each other’s languages when 
possible (Portuguese and Serbo-Croatian). In addition, we are agnostics. Since 
commencing this research I have held three different Australian visas and I am now an 
Australian citizen. 
 
 	  	  
53 	  
Table 1 – Participants’ Demographics 	  	  	  
Name 
Bernadette 
Nationality 
Iraqi 
Age 
15 
School 
Public high school 
Years in Australia 
7 years 
Idina Brazilian 13 Public high school 3 years 
Bebe Brazilian 8 Public primary school 2½ years 
Marin Brazilian 9 Public primary school 3 years 
Sutton Macedonian 13 Catholic high school 10 years 	  
Audra 
	  
Macedonian 
	  
10 
	  
Public primary school 
10 years 
(born in Australia) 
Patti Brazilian 7 Catholic primary school 2½ years 
Ana - myself Brazilian 32 
UQ – Research High 
Degree 
8 years 
Further Methodological Considerations 
While acknowledging the importance of Aboriginal and Torres Strait Islander peoples 
(ATSI) as the custodians of the land we now call Australia, and the importance of their 
cultures in building a multicultural Australia, this research did not intend to address ATSI 
girls’ struggles as they present their own complexities (Mohanty, 2006) and 
methodological   considerations.   Aboriginal   peoples   are   mentioned   as   part   of   the 
multicultural priorities in the National curriculum (ACARA, 2013), however, they are not 
usually included in the Australian multicultural agenda, having their own agenda related to 
ATSI educational and social needs (The People of Australia, 2011). 	  	  
Access to the informants required the consent of the participants (the girls) in order to 
keep the process transparent, and they determined who could be contacted, limiting the 
contact I had with the informants. Furthermore, considering the size of the sample and the 
kind of research, the findings were not intended to be generalised to the whole population 
of women from NESB. All the same, they do contribute to knowledge gathered, 
considering this population, and stimulate thought about the responsibility and capacity of 
individuals and institutions to deal with important issues around schooling, gender equality, 
multiculturalism, migration and settlement. This research focuses on contributing to such 
discussions through insiders’ perspectives in these experiences and their intersections. 	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I research here as an ‘outsider-within’ (Lee, 2010), meaning I had not only the privilege of 
being a researcher, but also the responsibility as a member of the migrant, NESB and 
Brazilian communities, therefore, critical self-reflection is a major part of this study through 
an ongoing dialogue with my feminist principles and commitment to my community, 
and later, through keeping a researcher’s diary. Furthermore, in a feminist research 
context, my accountability is to the research participants, including ethical considerations 
and a concern with benefiting the participants with the research and not only meeting 
my own needs (Ackerly & Attanasi, 2010). The feedback from many of the participants 
was that they were excited with the prospect of the research findings and how it could 
positively impact on theirs and the other girls’ lives. As an experienced community 
worker and psychologist, I also offered my knowledge of Australian institutions and 
support agencies and groups to participants and informants and many found this 
useful, particularly the most recent arrivals. During or after the interviews, all 
interviewees were invited to clarify questions when their meaning was not clear, and all 
participants received transcripts of the interviews on which they were invited to comment. 	  	  
Ethics 	  	  
Ethical clearance was obtained from the University of Queensland Research Ethics 
Committee to conduct this research. The ethical principles of beneficence (‘do no harm’), 
respect and justice were taken seriously in this study (Hart, 2007). I aimed to fully inform 
participants about what was expected of them during the research, how their information 
would be treated, and their right to withdraw at any time. Children in research are seen as 
vulnerable subjects and, therefore, some consideration was given to the way children were 
approached and the interviews performed. As a result of this consideration the interviews 
were conducted in places where the girls felt comfortable (their homes) and time was 
spent building rapport before the interview started to ensure mother and daughter were 
comfortable with me and the interview arrangements. I told the girls to ask me if they had 
any questions and tell me if they wanted to have breaks. Throughout the interviews, 
I checked for comprehension, mood and focus, and also took into consideration when 
the observation of body language showed lack of interest, tiredness or discomfort. I 
relied on my training as a psychologist to identify such body language and some verbal 
cues, and checked with the participants for meaning. We took breaks, allowing 
participants to rest and even discuss a preferred subject at times. The emotional 
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safety of the children interviewed took precedence over any question or interview 
schedule. 	  	  
In this study it was necessary to consider the participants’ varied levels of English to 
communicate and give full consent to participate in a study. Therefore, while all material in 
the research was provided in English, interpreters on site and over the phone were offered 
to those interviewees who did not have English as their first language in order to 
guarantee understanding and informed consent. I also offered to speak Portuguese (my 
first language) to the people who also had the same first language. Only two people 
interviewed requested interpreters, Bernadette’s parents, once over the phone to 
schedule our interviews and later they preferred to use a family member to translate 
during the interviews, for personal reasons. 	  	  
Finally, there was the assurance of confidentiality (through the use of pseudonyms) 
and privacy to all participants when data were disclosed to the general public through 
the thesis and other publications. 	  	  
Conclusion 	  	  
This chapter has outlined the role and relevance of transnational feminist theoretical 
principles in this research and how the analytical methods, VCR and thematic analysis can 
be partnered with those principles. It also highlighted the procedures and criteria regarding 
the selection of the participants and informants. It outlined the research question and the 
questions supporting it, focusing on the girls’ schooling experiences, their difficulties and 
possibilities. The participants were introduced here with a short biography. 	  	  
The Voice-Centred Relational (VCR) method and thematic analysis, and the justifications 
for selecting them as the most appropriate method for this research, were also introduced 
here with the research limitations and ethical concerns outlined. 	  	  
In the following chapter the participant’s interviews are analysed and discussed in 
relation to the broader literature on the subject. The analysis is divided into themes which 
emerged from the analytical process but also directly from the questions asked to the 
participants. This allows space for the unique and specific in each girls’ story but also 
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highlights the commonalities in their stories, and therefore points to gaps in school 
support and possibilities for improvement in these schools. 	  	  
Chapter 5  Data Analysis 	  	  
Introduction 	  	  
At my first day at school my father and mother left the school and left me alone and 
I did not know how to say anything... Then a teacher came to talk to me and I 
started crying… it was really hard all classes… The first time I saw them playing 
cricket… I did not understand anything… I did not understand the language or the 
game… Boys liked sports better in Brazil… Later I would ask myself what am I 
going to do now? God what will I do? English was really hard, everything. (tr) (Idina) 	  	  
This chapter aims to present the school experiences of girls from NESB and highlight the 
tensions and possibilities of addressing their needs as girls and migrants/NESB, 
particularly trying to focus on the points where both gender equality and multiculturalism 
intersect for Patti, Bebe, Marin, Idina, Audra, Sutton and Bernadette. Here I introduce the 
data gathered and analysed from all 17 interviews conducted with the seven schoolgirls 
from non-English speaking backgrounds and the t e n  informants. I utilised thematic 
analysis (Halland, 2007) to organise and further the data analysis initiated by the 
Voice-Centred Relational (VCR) method (Doucet & Mautner, 2008) [see Chapter 4]. The 
themes utilised here emerged from some of the interview questions, but mainly from 
the VCR analysis. 
 
The three main analytical themes are Gender and Multiculturalism at School; Gender, 
Multiculturalism and Peers; and Gender and Multiculturalism – in and out of School. In the 
first theme I present the girls’ experiences with school programs and projects, 
experiences of discrimination and their relationships with school subjects. The second 
theme initiates a discussion about learning English, diversity among friends, and 
gender identity at school. The last theme regards the girls’ experiences of migration 
and their identity as members of a minority group and of Australian society. 	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The Interview Context 	  	  
I interviewed the Brazilian-born girls, Patti, Marin and Bebe individually in their homes 
where they seemed welcoming, participative and talkative, and invited me to return 
another day. Audra and Sutton, the sisters from Macedonian background, were 
interviewed together, and later in the interview when their mother joined us, the girls 
observed her participation. The interview was generally pleasant and full of laughter, 
however, Audra became very emotional and cried when talking about bullying. 
Fortunately, she soon felt better and chose to re-join the interview group. We 
welcomed her back (her sister, her mother who had just joined us, and I) and shared 
some stories about managing gossip and the loss of friends at school before returning 
to interview questions. Brazilian born adolescent Idina was quieter than the other 
participants, mainly just answering my questions and speaking softly. She showed me 
her room, which was covered in manga style drawings and Japanese art that she had 
created. Iraqi born Bernadette also showed me her room, very pink and covered in 
glittery wall embellishments such as butterflies, American cartoon characters and 
princesses beside a dresser filled with make-up. She was very engaged in the 
interview despite the TV being on an Arabic channel during the whole time of the 
interview. None of the girls refused to answer any question or asked to finish the 
interview early. 	  	  
Patti, Bebe, Marin, Audra and Sutton attended childcare in Australia before starting school 
and often they, and their parents, referred to the amount of information they received from 
the childcare and how it helped the children’s integration in the classroom. They also 
mentioned how it differed from their experience with schools. They described schools as 
less ac t i ve   in  supporting  children  to  integrate  and  learn  in  the  new  
environment. 
Bernadette and Idina had never attended childcare in Australia but seemed to echo the 
perception of the other families described above in relation to schools. 	  	  
The Analysis of the Interviews 	  	  
Here I analyse themes regarding gender, sex and multiculturalism that emerged from the 
participants. All questions for the interviews were planned to invite the participants to think 
about what it meant to be a girl from NESB in Australia. The participants answered all the 
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questions providing information about being NESB, being female and being at school in 
Australia and some of the girls mentioned situations where their gender and being NESB 
intersected in their school life. Interestingly, while the research always aimed to illuminate 
the complexity of this intersection, I experienced great difficulty developing the research 
questions, often reinscribing the division presented by gender equality and multicultural 
policies in the questions’ design and in the first drafts of the data analysis. Nevertheless, 
gender and multicultural identities overlapped and experiences intersected in these 
girls’ lives and the transnational feminist work aims exactly to bring places of 
intersection and works of power to light when not evident (Mayuzumi, 2008). The fourth 
step of VCR and thematic analysis was particularly instrumental in bringing these 
intersections forward. 	  	  
When researching I did not know what themes would emerge or if there would be clear 
common themes at all considering the diversity among the girls’ ages, social economic 
status and background. However, I imagined that school subjects that relied less on 
language, such as sports and mathematics, would be favoured over more language- 
based subjects, such as speaking and writing, as the girls already knew t h e  o t h e r  
subjects, while English was a new subject. I also expected that, coming from 
countries with different traditions in addressing gender equality and none with three 
decades of policy in gender like Australia, the girls and their parents would find 
programs and teachers’ attitudes towards gender peculiar (or even better). At the same 
time, I imagined that the language difference would be of such relevance (none of the 
participants spoke English before migration nor had English as the main spoken 
language at home in their first years) that they would easily remember school efforts to 
teach language and possibly other spaces regarding multiculturalism. However, they 
could rarely remember the teacher’s role in teaching English or challenging gender 
stereotypes, still associating sports and mathematics with boys and language acquisition 
with peer interaction. Finally, the formal spaces to address gender and culture at school 
appeared less in the participants’ discourses than informal spaces such as the family 
house and time with friends. 	  	  
Interview questions 2 and 3 aimed to encourage the participants to talk about gender and 
sex and their experiences at school (Appendix A) (Question 2 – “Do you talk about being a 
girl at school?” “Are there any differences between being you and Australian/ other 
Australian girls?” “How?” And Question 3 – “Do you feel you have the same possibilities 
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and difficulties all the other girls have at school?” “Do you feel all students have the same 
possibilities at school?” “How?” Questions 4, 8 and 9 (Appendix A) aimed to bring forward 
particularly the relationship between gender, multiculturalism and the schools’ practices 
(Question 4 – “How does school help you to do well when you have difficulties?” “Please 
give an example”; Question 8 – “Do you think it will be different one day?” “How?”; and 
Question 9 – “Would you have any ideas on how to make your school time better?”). 	  	  
The girls also mentioned their relationship with their mother tongue, comparisons between 
countries and the people they left behind, their migrant community in Australia and their 
experiences learning English in Australia. Many of these subjects derived from the 
questions directed to the participants: 1. “Do you talk about being from your 
background/your parents’ background at school?” “Please give an example.” and Question 
5 – “Is there anything different about studying in Australia?” “Studying in English?” “Please 
give an example.” Themes such as Gender and Multiculturalism at School derived from 
Questions 3 and 4 while Gender, Multiculturalism and Peers and its subthemes resulted 
from the VCR method, particularly steps one and three. The data analysed in the second 
step of VCR (‘I’ statements) generated the theme School Programs and Projects, a 
subtheme in Gender and Multiculturalism at School, through deductive analysis (Halland, 
2007). The themes, Gender and Multiculturalism – in and out of School, the subtheme 
Discrimination at School and NESB Girls and School Subjects arose during thematic 
analysis. 	  	  
The themes presented here are those that emerged as the most dominant from the 
interviews, however, they do not exhaust the possibilities of themes on the subject. For 
instance, the participants and their informants mentioned their own visa status in Australia 
which could be an important theme if the interviewees expanded on the comment and 
expressed any concern regarding their current visas or legal citizenship, but they did not. 
A different group of participants could have generated different themes for analysis as a 
differently positioned researcher may have contributed to the gathered data in another way 
(Saavedra et al., 2009; Bhopal, 2010). 	  	  
The content in the school websites was utilised to validate the information presented by 
the participants although they do not create a complete picture of the school community, 
as clearly not all websites had their schools’ policies, values and documents on display. 
However, the information on the websites gave some indication of the schools’ projects 
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compared to the descriptions given by participants and their priorities when 
communicating with parents and the broader community, especially when websites are 
often built with the purpose of communicating with prospective parents even more than 
with current parents of students, and therefore, the websites are often major marketing 
tools (Wilkins, 2011). 	  
Gender and Multiculturalism at School 	  	  
Idina, Bernadette, Audra, Bebe and Marin studied in public schools while Sutton and Patti 
attended Catholic schools. All the girls, except  Bebe, were positive about and satisfied 
with their then-current schools. Idina and Bernadette mentioned they had experienced 
difficult times in their previous schools and Bebe said she disliked school in general, even 
though her mother believed that Bebe ‘love it’ (tr). 	  	  
Five girls identified specific activities and projects for NESB or migrant children in their 
schools, while Bebe and Marin did not and no-one mentioned instances where the school 
promoted gender equality. Participants themselves were much less likely to talk about 
boys and girls as ‘equals’ than they were about NESB students and ‘Australians’. When 
asked about how they felt as NESB students at school, the participants tended to establish 
that, migrant or not, they were all ‘the same’, ‘equals’ (Sutton, Audra, Bernadette, Idina, 
Patti and Bebe), however, only Bernadette and Sutton mentioned boys and girls as 
‘equals’ and while most of the girls said they ‘could do anything’ or ‘anyone could do 
anything if they wanted to’ (Sutton, Bernadette, Idina, Audra, Bebe and Marin), they were 
also very quick to say what was appropriate for boys and girls when asked about being a 
girl at school. 	  	  
During the investigation of how gender was approached at school, even though I was 
aware of the way policies in gender equality had been less prioritised or changed in the 
last few years (Kenway et al., 1997; Preston, 2004; Mills et al., 2007), I believed there 
would be some projects still in place or at least the debate around gender would be on 
display in the schools’ documents and policies. I also expected to see numerous 
references to multiculturalism based on the current government policies, particularly 
regarding English as a second language and the promotion of community harmony 
through Harmony Day (Australian Government, 2013) but my expectations were frustrated 
and very few of these programs present in the websites and the girls’ memories. 	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School Programs and Projects 	  	  
Considering Idina’s arrival at school, some of the intersecting difficulties that a NESB girl 
might experience may become clear. Idina attended a special classroom for, to use her 
description, ‘foreigners’, not ESL – English as a Second Language.  She mentioned 
that the school hosted an annual fair called United Nations Day where students wore 
traditional clothes, sold food and carried flags from their countries of origin. About 
student’s support she told me, ‘I believe everybody asks for help sometimes, but I am 
also in a classroom with people from many countries so it is hard to say’ (tr). Her 
mother, however, believed that NESB students would not express their doubts because 
they would be embarrassed by their language skills: 	  	  
If the child has difficulties to speak, she won’t raise the hand and say that she does 
not understand anything… the child won’t do homework. The child won’t ask due to 
shame of speaking in the middle of the classroom with children that are from here… 
I am sure they shut up and accept low marks (tr). 	  	  
It appeared that Idina’s mother’s description of a NESB student was not so far from Idina’s 
own observations, meaning, that students Idina knew may feel welcome to ask questions 
only because they are in a classroom for only NESB/migrant students, without Australian 
born children. Idina came across as very shy and quiet during the interview (she spoke so 
softly it became a problem for transcriptions). She had been in Australia for less than three 
years and talked about having better friends and teachers in Australia than in Brazil but 
also described numerous negative experiences in this country. Idina talked about how 
scared she was at school with limited help in communication and her mother saw the 
number of male teachers as an added difficulty. Idina had never had male teachers and 
while the numbers of male teachers in primary school are below 20 per cent in both 
countries (Ploennes, 2012; McCrindle, 2013), she was being taught by two male teachers. 
Her mother insisted that Idina had enjoyed a very positive experience of schooling in 
Brazil, was talkative and had many female friends there. Her mother believed that the 
isolation of not speaking the language might have influenced Idina to become the shy girl I 
observed. Also, she had been a good student in Brazil, and had received an award and 
had a short story published in the local newspaper. In contrast, when Idina arrived at her 
first Australian school, she had only a Spanish teacher communicating with her even 
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though Spanish and Portuguese are not the same language, and another male teacher 
pointing or using electronic dictionaries during classes, but she never had access to the 
services of a professional interpreter. In Australia her mother observed that Idina was 
constantly sick and unable to go to school. The mother believed Idina had developed 
psychosomatic symptoms to avoid school for over three months as a way to escape a 
reality where she went from a sociable and bright student to an isolated and 
disenfranchised child. 	  	  
Her current school’s website presents content translated into seven different languages 
(including Portuguese), and states, ‘We proudly celebrate the multicultural and socio- 
economic diversity of our school community’, with numerous projects embracing 
multiculturalism (for local and international students), including the previously mentioned 
‘United Nations Day’. Idina says she is happier at this school because it is so multicultural 
and has people from her background. Despite this, having the ability to communicate with 
other Brazilians at this school in the organisation of the “United Nations Day” 
celebration, she chose not to participate in the celebration, because she did not want to 
be with those Brazilians, as they were all older boys. 	  	  
I am the only Brazilian in my grade so the Brazilians I know are much older… 
boys… my brother’s friends…I don’t know them well so if I was going with them (to 
organise United Nations Day) it would be too strange, awkward (tr). 	  	  
Despite now being in a school that seems to better support Idina’s needs as a child from a 
NESB, she is still isolated from her background at school because of gender divisions. 
One could claim that now she speaks English and does not require such close contact 
with children from her own background but she made clear in the interview that she 
wanted to participate in the celebration, one of the few multicultural initiatives she was 
able to recall, but chose not to join the celebration only because of the gender and, 
possibly, the age of the participants. 
 
Bernadette told me that her school had nurses available who could discuss sensitive 
issues with students including migration and settlement, and a homework club for people 
with learning difficulties, However, the only program she was able to list that openly 
focused on multiculturalism was a whole school biannual celebration called 
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“Multicultural Day” where students showcased clothing, food and other aspects of their 
country of origin. Bernadette’s parents had also accessed professional interpreters to 
communicate with the school a few times but this was not consistently offered. 
Bernadette’s school’s website confirmed the existence of the services she identified and 
a number of other programs not mentioned by Bernadette. 	  	  
Sutton had attended ESL classes in the past but did not remember them. She could not 
say for sure if there was a space at school to talk about different cultures. She told me that 
her school and Audra’s celebrated Harmony Day with orange ribbons but they could not 
remember any other special program. They seemed to know little about the purposes of 
Harmony Day other than it was a celebration associated with wearing an orange ribbon. 
On visiting the school websites, I found that only Audra’s school mentioned Harmony Day 
and the orange ribbon. Audra’s school offered more content aimed at multiculturalism 
compared to Sutton’s, however, both offered little on the subject. 	  	  
Such initiatives, while originally having the intent to promote multiculturalism, can often 
become simply tokenistic, as the Macedonian sisters seemed to describe, resulting in 
limited, if any, appreciation of cultural diversity. Worse, it risks reinforcing cultural 
stereotypes and creating negative self-perceptions among the students from NESB 
(Keddie, 2012). Later in the data analysis I discuss examples from these girls where 
they socialised with children from diverse backgrounds and acknowledged the value in 
their differences and their many similarities. Most of these interactions, however, came 
without any teacher involvement. 	  	  
During ‘show and tell’ (a school activity that encourages students to bring personal 
belongings and tell personal stories), Audra, Bebe, Patti and Marin presented some of 
their country’s cultural aspects, seeing it as a space for multicultural expression. Patti 
accompanied a friend to ESL classes just before the interview, where she became aware 
of the existence of the program. Sutton, Idina and Bernadette were also aware of ESL 
being offered in their schools. Patti’s and Bebe’s schools’ websites promoted little 
regarding multiculturalism with the second website being limited to only basic 
information on school location and contact details. Marin’s school website did not mention 
the word multiculturalism and the only reference to student diversity was under the 
heading ‘Specialised Support’. 
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The few mentions of gender equality policies on the schools’ websites usually concerned 
activities such as International Women’s Day (IWD) or were simple descriptions of school 
policies as ‘non-discriminatory’. Even though initiatives such as IWD seemed to 
acknowledge the existence of gender inequality, they were not mentioned by any of the 
participants during the interviews and appeared to constitute only one day in the schools’ 
calendar. Nevertheless, there was mention of gender, but not gender equality,  on all 
websites particularly regarding the students’ uniform and grooming. All but Idina’s school 
had uniform policies that reiterate differences in what is appropriate uniform and grooming 
for boys and girls, repeating and reinforcing the idea of social separation between sexes 
(Fine, 2010). Both Catholic schools and Marin’s school mentioned which religious symbols 
would be allowed in children’s jewellery (for the Catholic schools only the cross was 
permitted) as part of their uniform policy with no mention of multiculturalism or the cultural 
relevance of religion. 	  	  
The girls and their informants listed several situations where their needs as NESB or 
migrants were not met by school staff, in particular access to interpreters and information 
in their own languages. During the interviews, all participants were encouraged to suggest 
improvements to the way their schools cater for migrant girls from NESB, and their 
suggestions focused on the language/migration part of their experience. For instance, 
Idina suggested ESL in levels where beginners and intermediates are separated, Patti 
suggested a focus on mathematics for migrants and Bernadette indicated a need for 
students to learn more about different cultures. 	  	  
Informants were also able to identify instances where school staff were not prepared to 
deal with differences and dismissed their group concerns, or failed to act and operate 
properly in a multicultural environment. For instance, according to Idina’s mother, Idina’s 
teachers told Idina and her brother that they should not study the subjects they wanted to 
study. Her mother explained: 	  
She (the teacher) saying, “You cannot do it, you are not good in English….. your 
grammar… no. The best thing for you is this, carpentry”… I did not like it. My 
children have a family that can support them to graduate from university (tr). 	  	  	  
Patti’s mother also approached the school about ESL and was advised it did not matter 
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that she believed her daughter needed ESL, and that the school would decide 
whether to place Patti in ESL or not. Such behaviours limit the minority group’s ability to 
integrate into the majority or take up positions of agency, as their concerns are fast 
dismissed as irrelevant or ignorant (Leeman & Reid, 2006; Williams, 2008; Dilg, 2010). 	  	  
Discrimination at School 	  	  
Bernadette, Patti’s father and Bebe’s mother mentioned experiencing racism as a possible 
concern in the life of migrants. Bernadette indicated that she had experienced racism in 
her previous school ‘I started wearing it (headscarf) at primary school. It was difficult; I did 
suffer a lot of racism.’ and Patti’s and Bebe’s fathers apparently experienced racism in 
their workplaces ‘I will always be seen as a migrant.’ (Patti’s father), while Bebe’s mother 
believed Bebe would not face it as she did not have a foreign accent. Patti’s father worried 
that: 	  	  
The fact of being a migrant and being a bit different of the others … already put her 
on uncomfortable situations... There might be little discriminatory situations, which 
she will have to handle. The school may help by keeping alert and identifying… and 
advising (how to) overcome these situations. 	  	  
Mention of racial discrimination and race were found in the schools’ policies such as ‘anti- 
bullying’ and ‘code of conduct’ but there were never definitions of what it may be, what 
punishment racism may attract or what the school would do to prevent such behaviour. 
From all initiatives mentioned by the participants, only the celebration of Harmony Day had 
in its original concept, the intent of fighting racism through increasing acceptance of 
diversity in all communities in Australia (Australian Government, 2013), and it was not 
mentioned by the participants as exceeding a tokenistic role (Keddie, 2012). For Sutton 
and Audra, the message behind the celebration is not understood beyond the ribbon  
colour.  Furthermore,  only  Bernadette  articulated  ideas  about  the  need  for 
acceptance of diversity and the celebration of that diversity for the benefit of the whole 
shared Australian society and no one brought ideas about valuing cultural capital from all 
parts of society and its use when operating in other multicultural environments (Dilg, 
2010). Bernadette told me about her primary school and when she started wearing the 
hijab: 	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(…) I was teased like a lot, um some people would pull my hijab sometimes. Yeah! 
They didn’t know what it is, so like I don’t blame them. (…) They (the teachers) 
were trying to, you know like, to explain without hurting my feelings but it was 
difficult for them (…) 	  	  
Bernadette did not disclose this experience to her mother for five years, as she was afraid 
her mother would be deeply hurt by it: 	  	  
(M)y mum didn’t know about it. She, she only know about it this year, I think it was 
like a month ago, I told her like this, coz we, because we would sit down, have a 
coffee and start talking and then, and then she told me like “what happened back in 
that time” and then I told her… She got really like, you know, sad for three days… 	  	  
Bernadette at first saw her experience of negative attention from other students towards 
her hijab as racism, but soon she stopped and justified the other students’ behaviour 
saying, ‘They did not know’, ‘they were children’. Despite her claims, Bernadette’s 
experience seemed to reflect a broader ‘demonisation of Muslims’ (Gardner et al., 2008) in 
Australia. The hijab has become a symbol of Muslim ‘otherness’ and women’s oppression 
by Islam (Ringrose, 2007b; Martino & Rezai-Rashti, 2008; Keddie, 2011). The result has 
been racist attacks in Australia directed towards women wearing hijabs. Such attacks have 
included men pulling the headscarves from women’s heads, as Bernadette experienced at 
school. She had also heard the assumptions that the hijab is imposed and is an 
oppressive practice young girls cannot escape. People at school often asked if she was 
forced to wear the hijab, when in fact her parents were surprised and unsure about her 
decision. Even though she told me that wearing the hijab from age nine is advised in the 
Qur’an, her parents thought she was too young to wear it. Bernadette’s view was that it 
was a choice for her and other women as well; for instance her mother only started 
wearing the hijab after marriage, at age 28. Bernadette said: 	  
It was my choice, like nobody really you know, tell me I have to wear it or force me 
to it. It was my. I like to wear it. So yeah… they are like, “were you forced? Did your 
parents made you wear it?” and I’m like “No”. I was, I sat with my dad and mum and 
I told them I want to wear the hijab and they were like really shocked because they 
were like… I was little and my mum was like “No, you are too young.” 	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The wearing of a headscarf or hijab is possibly one of the most contentious issues that 
divide multiculturalists and some feminists (or activists for gender equality), due to this 
divided perception: a symbol of religious and cultural devotion for multiculturalists and 
some feminists; and submission and oppression for other feminists (Martino & Rezai-
Rashti, 2008). However, in the context of escalating Islamophobia (Gardner et al., 2008), 
people who previously had no commitment to gender equality started to also identify the 
hijab as a symbol of oppression and foreign threat, demanding its removal or 
prohibition, not realising that veiling has been described by some Muslim women as 
exactly the opposite of oppression, allowing women more social freedom and not less 
(Martino & Rezai-Rashti, 2008) and protecting them from the male gaze (Keddie, 2011). 
The headscarf has also historically assumed different roles in Muslim women’s liberation, 
more recently as a form of resistance to the objectification of women and 
commodification of the female body (Martino & Rezai-Rashti, 2008) and resistance to 
Western imperialism (Keddie, 2011). 	  	  
A teacher who sees the hijab as a sign of female oppression or foreign threat, unaware of 
its possibilities and relevance, would struggle to explain to other students the importance 
of respecting the headscarf (Harreveld, 2012) and that continuing to wear the hijab would 
be in Bernadette’s best interest. It is also remarkable that the teachers had no 
engagement with Bernadette’s parents in relation to this issue. The teachers asked 
Bernadette if her parents had forced her to wear the headscarf but never called them to 
inform them about the bullying, or gather information regarding the best way to proceed in 
this situation. Moreover, different from the current school, the previous school (where the 
bullying occurred) did not provide interpreters. Clearly the situation was serious enough 
that five years later the mother was still asking about it and felt sad for three days after 
learning the story. Finally, despite the fact that the father believed that Bernadette was 
strong enough to look after herself in the case of bullying, he believed that the teachers 
should have protected her. Her brother seemed to be the only person who was actually 
helpful in finding a new school with a large Muslim population for both of them. 
 
It is very interesting to note that Bernadette was the only girl I interviewed who was openly 
interested in challenging gender stereotypes for the benefit of women as a collective and 
the only girl interested in a non-stereotypical career path, aware and proud of it. While it 
could be attributed to her age (she was the oldest participant at 15 years old), this is also 
an age where many girls do not have much self-esteem and second guess their feelings 
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and perceptions in order to fit into a group (Brown & Gilligan, 1993; Heyes, 1997), but it 
seemed to be the opposite with Bernadette. It became apparent that looking only at her 
hijab took the focus away from those equally important points about her personality and 
active resistance to gender conformity explored earlier in this research (Brown & 
Gilligan, 1993). In addition, focusing on the hijab as an instrument of oppression 
favoured and reinforced a number of assumptions that in this case were not true, and 
undermined the fact that she enacted such cultural custom in an empowered way, taking 
the lead on the process of wearing the hijab (Keddie, 2010) as she later did playing 
football against boys or choosing a career. It also ignores that there are different 
discourses of ‘Muslimness’ that can be mobilised to support girls’ agency (Haw, 1998; 
Harreveld, 2012). Bernadette was not constrained by the hijab and may even have felt 
protected from male advances and, therefore, more empowered and focused to challenge 
gender stereotypes. 	  	  
If I didn’t wear the hijab and I didn’t get this, you know, kind of reactions from the 
students and then the teacher not knowing how to speak to them and then they did 
(tried), they’d do to other girls so it’s good that happened to me and then, and then 
they (students and teachers) learned. 	  	  
Bernadette stated that girls wearing the headscarf are now numerous in her previous 
school. She believes that teachers and students ‘probably’ learned how to deal with girls 
wearing headscarves after Bernadette’s experience and because the girls now have 
strength in numbers and are not ‘standing out’, and it must now be easier for the school to 
manage. Nevertheless, in her moment to suggest school improvement she focused on 
culture, saying that schools should: 	  	  
(L)earn from different you know, cultures and all that stuff then it would definitely be 
more helpful because you know, I do have friends… from my country… they go to a 
different school… really strict … they don’t know about our religion… then all people 
bullied …Coz some schools are really strict and mainly in like, they all mainly do 
English and all that stuff you know, but they don’t know that learning different 
cultures is more interesting. 	  	  
Even though she managed to negotiate space at school as a girl and a Muslim from a 
NESB, Bernadette still saw that there was value in learning about cultures and knowing 
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how to respond to them, also to prevent bullying and racism. Furthermore, it could be 
argued that with school support, children at that age (she was nine years old when the 
bullying started) are developmentally more likely to embrace the concept of 
multiculturalism than older children (Matuk & Ruggirello, 2007). Part of a multicultural 
education, as proposed by Bernadette herself, should therefore aim at that age group 
particularly and include a more critical view of media and the racial stereotypes it 
generates (Gardner et al., 2008). Moreover, minority women should not be forced to 
choose between cultural expressions and gender equality as minority women require 
respect and attention to their culture and their status as women to operate as equals in a 
sexually and culturally diverse society (Mohanty, 1997). Therefore, solutions that impose 
removal of the headscarf, as observed in many circunstances around the world (Peek, 
2006; Enright, 2011), or simply silence any questioning of difference, would never be 
enough to make her feel that she was safe and that she belonged at school. 	  	  
Girls from NESB and School Subjects 	  	  
At the beginning, I was stuck with my words. (tr) (Patti) 	  	  
Patti, seven years old, described herself as ‘presa’ (translated here as ‘stuck’) when she 
started learning English. The expression conveys the idea of being immobilised, caged, 
and powerless. Besides sports and mathematics, language acquisition was one of the 
main topics brought up by the participants. Despite teaching English to migrants from 
NESB being the original motivation behind the Australian multicultural agenda (Leeman & 
Reid, 2006; Rizvi, 2006), and still a main aspect of state and national policies (Koleth, 
2010), children and their parents identified friends as  the main support for the girls’ 
learning, as previously identified in research (Yuen & Cheung,  2013), with very  little 
mention of teachers. Even the school websites did not have much content on the subject. 
Nevertheless, the majority of girls named mathematics, sciences or sports as the most 
difficult subjects rather than English. 
 
Sports and mathematics are common concerns in feminist work in education as sports and 
mathematics/sciences are often presented as more suitable for boys, promoting 
competition and individualism that tends to reaffirm boys as aggressive, strong and 
rational and girls as passive, weak and emotional (Macdonald, 1997; Shaw & Frisby, 
2004). Such stereotypes (when not examined) guide teachers’ and students’ expectations 
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and influence the set-up of such disciplines, reinforcing the students’ perception of gender 
as somehow natural and the girls’ perception that they are often outsiders in  these 
subjects (Hanson, 1996; Kenway et al., 1997; Macdonald, 1997; Povey, 2004a; Shaw & 
Frisby, 2004; Terzian, 2006; Svender et al., 2011). Participants’ relationships with 
mathematics was prevalent in Patti’s, Idina’s, Bernadette’s, Sutton’s and Marin’s 
interviews. While Idina and Marin talked about their difficulties on the subject ‘I am not 
good at it so I do not like it’ (tr) (Marin), and ‘I do not believe I am a good student in 
mathematics’ (tr) (Idina), Patti talked about how she excelled in it even though she ‘knows’ 
boys are usually better, ‘I really like mathematics… I see a big difference (between boys 
and girls) but I was the smartest one in mathematics’ (tr). Sutton described herself as a 
‘science geek’ while Bernadette talked about how her knowledge in mathematics, at the 
beginning, came about because she had already studied parts of the subject in her home 
country, ‘I used to be good at mathematics you know, and some students would be like 
“how did you know that?” and I would be like “because we already studied there (Iraq)”’. 	  	  
Mathematics appeared in the girls’ discourse as in the literature, as a subject focused on 
individual achievement and competition (Hanson, 1996; Terzian, 2006), while English was 
viewed as a social subject with friends’ (usually females) support being fundamental to 
learning (Oliver et al., 2003; Yuen & Cheung, 2013). Therefore, even though most girls 
were originally more familiar with mathematics than English, they found an environment in 
learning English that possibly incidentally, mostly catered to the qualities often associated 
with femininities and girls in their country of origin and Australia, namely, collaboration and 
sociability (Povey, 2004a). Marin, Bernadette, Idina, Bebe and Patti remembered their 
friends helping them to learn English as none could speak more than a few words on 
arrival in Australia. Patti’s parents helped her to integrate in childcare and to make friends. 
Bernadette, Idina and their family members remembered the girls attending ESL and both 
girls enjoyed it more once friends started helping them with the language. They both 
remembered teachers pointing, drawing or using electronic translators to get their point 
across to them. Marin told me, ‘People could help me on my English so they did…. When I 
said something wrong they would correct me… They did it because I was a good friend’ 
(tr) and Idina explained, ‘The first day at school this girl wanted to show me the school, I 
started sitting beside her... She would draw for me and taught me English’ (tr) while Bebe 
remembered, ‘I know, (how she learned English) it was (friend) who taught me’ (tr). 
Bernadette was the only participant to talk about the role of teachers when learning 
English: 
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I came to Australia… I started school straight away… (they) would take me and my 
brother or some people who are like non-English speakers… to like, you know 
teach them English… but I started to speak a little bit of English so people… would 
like to speak to me and like, teach me a little bit so I did have a lot of friends, yeah, 
that would help me out and teachers as well. 	  	  
Even though this research is focused on the girls’ experiences inside the school, there was 
very little consensus regarding whose responsibility it was to teach English to new 
students. Children (and their parents) who arrived in Australia and accessed childcare 
referred to more tools developed by their childcare workers and, therefore, seemed to 
have better support when it came to strategies to learn English than those who went 
straight to school. While Marin’s, Bebe’s and Patti’s mothers mentioned automatic 
friendships and childcare workers as fundamental in language acquisition and welcoming 
the child to the new environment, Idina, who learned English at primary school in Australia, 
described her experience as very difficult, as defined in the quote opening this chapter. 	  	  
Although Idina eventually learned the language, moved to a more supportive school and 
still prefers English to mathematics, her original language barriers and social isolation in 
Australia still impact her life and that of her family. 	  	  
While parents remembered interactions with childcare workers regarding their children’s 
language acquisition, all children agreed that friends were the fundamental support to 
learning. Some mothers remembered discussing their children attending ESL with the 
school, with different results (some girls accessed the program, some did not), but there 
was no mention of programs or strategies to support the children’s learning inside and 
outside school apart from ESL or any support to parents, particularly mothers who required 
interpreters. None of the websites referred to resources to support parents through this 
process and they only mentioned ESL classes. Sutton’s school only mentioned ESL as 
one of the services offered to international students (students who are citizens of other 
countries residing in Australia with the sole purpose of studying), while Marin’s school 
placed ESL under ‘Specialised Support’. In that section ESL accompanied physical and 
developmental conditions and learning difficulties. No participants or informant mentioned 
using the school website for any purpose. 	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The communication strategies teachers used with students seemed ad hoc and limited as 
reflected in Idina’s experience (talking to a Spanish teacher and the use of an electronic 
dictionary by only one teacher), while childcare workers appeared to deliver a clearer 
understanding of how to introduce English to the child and were insistent on the use of 
such strategies. For instance, Bebe's, Marin's, Sutton's and Patti's mothers referred to 
childcare workers who encouraged them to use simple English action words with their 
children at home while these workers learned simple words in the child's language to use 
in childcare. This process echoed the thoughts and knowledge of the childcare worker I 
interviewed who suggested that schoolteachers would be creative but inconsistent in their 
communication with families from NESB. This apparent lack of experience in how to 
address these students could again be explained by the literature as very few teacher 
education programs have a sustained focus on multicultural issues (Hickling-Hudson & 
McMeniman, 1993; Ensign, 2009). The childcare worker interviewed also highlighted the 
work done towards challenging gender-stereotyped behaviours by allowing access to all 
age appropriate toys to all children and accommodating specific cultural needs. Patty’s 
and Bebe’s mothers had similar experiences when their daughters attended childcare. 	  	  
Probably as a result of those experiences mentioned above, Marin described the school’s 
responsibility with migrant girls from NESB as fostering the friendships that will ultimately 
help them to learn English. Her mother reinforced some of these views, remembering 
Marin spoke English without struggle within a month in Australia, especially after the help 
of a friend and a childcare worker. Patti had a similar experience and saw school 
responsibility as focusing on teaching other things such as ‘maths’ because ‘English is 
really easy’ (tr). Audra and Bebe believed that people from the same background should 
take up the responsibility of teaching English to a new student from NESB. Audra said, ‘I 
could help her a little bit… I am not used to speaking Macedonian at school but I would 
try’, while Bebe said, ‘I believe she should stay in my class…. because then I teach her 
(English)’ (tr). 
 
Feelings regarding mathematics were the opposite, with some girls presenting the 
expectation that the school should intervene to make mathematics more accessible. Two 
of the seven participants, Patti and Marin, suggested changes in the teaching of 
mathematics as the main change necessary to improve their schools. The first suggested, 
‘translating the numbers to the girls’ (tr), girls that Patti imagined might come from a 
country that uses different numbers, and the second suggested it should be made ‘more 
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fun’ (tr). Interestingly, Marin told me she underperforms in mathematics while her mother 
affirmed that she is a high achiever in all subjects. This perception that girls underachieve 
in mathematics is often reported in research (Wiest & Johnson, 2005; Fine, 2010) and it is 
the myth that feeds girls’ later decision to opt out of mathematics- and science-based 
courses (Hanson, 1996; Terzian, 2006; Mendick, 2006). High achievement in mathematics 
seems to remain associated with males and masculinity and seldom as part of any 
construction of femininity in Western countries (Mendick, 2006). It is interesting to note that 
Bernadette, determined to pursue an unconventional career and a high achiever in 
mathematics, comes from an Arabic and Muslim background and research in such 
backgrounds showed no direct association between mathematics and males (Mittelberg & 
Lev-ari, 1999; Mukhopadhyay, 2004; Duru, 2010; Shafiq, 2011). 	  	  
Research indicates that Arab women and Muslim women (Arab or not) in their countries of 
origin have often presented high levels of confidence that they are achieving as well as 
their male counterparts in mathematics and science while there is no significant difference 
in achievement between the sexes or a smaller gap in achievement when compared with 
Western countries (Mittelberg & Lev-ari, 1999; Mukhopadhyay, 2004; Duru, 2010; Shafiq, 
2011). This reinforces the understanding that even though these are also patriarchal 
societies, there is no universality on women underachieving in mathematics as it is not 
biologically determined. Bernadette was the only participant who mentioned willingness to 
pursue a career involving high levels of mathematics, Computer Engineering,  in a male 
dominated field that also, or therefore, usually attracts high salaries. She was also the only 
girl who mentioned her previous schooling in her country of origin as an advantage, 
particularly regarding mathematics. She believed that assumptions regarding gendered 
divisions of labour in the marketplace should be challenged and spoke about how it is 
necessary to be seen as a woman in a male dominated field so other girls ‘will follow’ 
Bernadette’s parents seemed to support her decision, stating that she could study 
‘whatever she wants to do’ (Bernadette’s father). 
 
While there was no consensus on the answers, mathematics was seen as individual and 
difficult for most; many saw English as social and easy and sports and entertainment 
activities appeared easy and enjoyable when social and a struggle when individual or 
mandate. Idina, Bernadette, Marin and Marin’s mother agreed that they used to be ‘lazy’ 
and did not practice sports in their country but were forced to do it in Australia so they did. 
Bernadette told me, ‘I thought it was a waste of time as we did not have to do (sports) in 
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my country’, and Marin, ‘There are too many sports we have to practice’ (tr). On the other 
hand, Audra, Sutton and Bebe (highly supported by her mother who is a physical 
education teacher) enjoyed practising sports and the outdoors and they saw sport as an 
important part of their lives, ‘I wanna play like that this year’ (Audra referring to her 
sister’s sport team) and ‘Tennis is really cool. I am doing tennis’ (tr) (Bebe). Sutton 
conveyed a hypothesis of why she enjoyed sports so much even if it hurts her body: 	  	  
To play rugby with a girl body is not fun. It hurts…. But I still like rough sports… It 
depends on the girl really! But usually at (school) I had a really good bunch of 
friends and we were this giant team and we were undefeated in everything because 
we were like family. 	  	  
At the same time that Sutton described a very supportive environment in the practice of 
sports with her school girlfriends, sports seemed to be a large battlefield for most 
participants, placing girls and boys on opposite sides. Bernadette, Audra and Patti 
described boys as the ones who always enjoy sports while it seemed to be a very new 
enjoyment in the life of many girls from NESB, particularly recent arrivals in Australia. They 
also faced the challenge of convincing the boys to play with them: 	  	  
I was doing soccer…it had to be like you know, girls’ team and boys’ team but when 
we played in HPE that’s like you know, together… some boys were like “oh why 
these girls are playing with us? Football is you know, we don’t wanna touch them or 
hurt them you know…” and then we would just get angry like, the girls in our class 
would get angry and then we would start playing and then we would prove them 
wrong and then afterwards they were like, you know, will be fine with it. 
(Bernadette) 
 
This experience of division and struggle between boys and girls was somewhat also 
shared by Patti who described her experience of being abandoned by the boys as 
they often will prefer to play among themselves and not with the girls, ‘Sometimes the girls 
want to play with the boys of something they had arranged to play beforehand. The 
boys promise to play with us and suddenly leave us to go play football… Or rugby… I 
hate rugby. This upsets me’ (tr). The girls did not mention any school attempt to 
change the way sports were taught or conducted in order to include them. They 
described scenarios where some girls enjoyed sports/physical activity (Sutton, Audra, 
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Bernadette and Bebe) because they were in a good team of girls, they successfully 
challenged boys to welcome them in the sports or activity, with no mention of teachers’ 
contribution, or they received support from a parent to persevere in an individual sport. If 
the girls did not enjoy the sport or physical activity it was because the boys did not 
collaborate or for individual reasons such as ‘laziness’. Marin and Bernadette referred to 
the chance of playing more sports in Australia than in their home countries and how they 
viewed such opportunities but they did not mention any teacher or specific sports/physical 
activity arrangement that helped them to settle in this reality. 	  	  
Idina’s experience with sport at school gives considerable insight into the experience of 
girls from NESB in general: 	  	  
The first time I saw them playing cricket, when I was in (previous school), I felt lost 
in the game. The teacher did not tell me what to do because I did not understand 
anything. I did not understand the language or the game. I did not understand 
anything. I was just standing there while the ball was there. Then my mother told 
the teacher to explain it to me… (tr). 	  	  
Early in the VCR analysis, these experiences seemed to indicate a direct result of being 
from a NESB but soon it became apparent how gender impacted in this scenario as well. 
On top of that, Idina found it particularly difficult to deal with physical education as she 
came from a situation where this subject was not imposed on her and the teacher was 
male. She also had strong beliefs that sports were for boys. Not only did the physical 
education teacher not seem to understand this context, but he also appeared not to have 
many strategies to deal with this situation when it arose, simply directing her to go to the 
sidelines and watch the match, and only after her mother warned him of her daughter’s 
difficulty. Idina and her mother believed Idina’s father had already been to the school, as 
the only family member who could speak English at the time, to speak to the principal 
about his daughter’s experience of schooling and lack of English but Idina and her mother 
could not see any result from it. 	  	  
A possible outcome of this experience is Idina’s perception of herself as ‘lazy’, her 
explanation for not enjoying sports instead of the lack of support: 	  	  
I am too lazy for sports. ‘Here I am forced to choose a sport but I don’t like sports… 
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did not like in my country either… I am forced to practice sports… Therefore, I 
practice sports… This year I did not choose the sports but I practised basketball, 
ultimate disc and volleyball. We had cricket, t-ball and rugby, things I did not know 
about, I had no idea what it was. (tr) 	  	  
Idina listed six sports that she had practised at school and among them only two, 
basketball and volleyball, were part of the ’collective sports’ list in the Brazilian 
school curriculum (Rondinelli, 2006), meaning that she was exposed to all other sports for 
the first time in Australia. 	  	  
She also had difficulty explaining differences in the students’ attitudes towards sports 
when comparing Brazil and Australia. She observed that in Australia boys and girls often 
want to play out their rivalry by choosing to play boys against girls, ‘(In Brazil) I know that 
the boys liked sports more (than the girls)’ while in Australia, ‘We used to play sports and if 
we had a match just for fun the most part of the people wanted to play boys against girls’ 
(tr). 	  	  
Therefore, we can see how beliefs concerning gender such as  ‘teachers are females’, 
‘sports are for boys’, ‘girls should hang out with girls’ and struggles of a multicultural 
migrant society (familiarity with different sports, language difficulties) acted together to 
undermine Idina’s confidence and interest in sports and her ability to adapt at school. 
Unfortunately she described very little action from the school to address such barriers 
and to support her to negotiate this new space. In all these situations it seemed that 
Idina was negotiating her background and gender to the best of her ability, in a diverse 
cultural context that also presented some different gendered discourses, particularly 
concerning the sex of teachers and sports for girls. 
 
Sutton and Audra reinforced Idina’s belief that boys are better/more interested in some 
sports. Audra mentioned, for instance, ‘If it is tackling and something like that, boys are 
better’, even though  research shows that at Audra’s age boys and girls consistently 
perform the same, girls self-report as doing worse (Roth & Basow, 2004). 	  	  
Many of the participants (Sutton, Audra, Patti and Marin) described how ‘being a girl and 
doing boys’ things’ (Marin, Sutton) were opposite to ‘being pretty’ (Sutton, Audra) ‘being a 
grown up’ (Audra, Sutton), ‘wearing dresses’ (Audra, Sutton, Patti) and, i n  s h o r t ,  
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being like the other girls (all). Sutton talked about how her teachers would call her 
behaviours, such as ‘running around’ and ‘getting very dirty from falls during sports and 
activities’, as ‘childish’ while other people would tell Audra she was not feminine 
enough because she was so physically active. These descriptions reflect a belief that 
being strong and sporty does not align with being ‘feminine’ and adult and there seems 
to be a higher value placed on the latter. However, research has shown that there are 
gains in transgressive femininities that are not available to ‘nice girls’ (Martino & Palotta-
Chiarolli, 2005) and may be the reason why these participants pursue more active 
behaviours. When I met Audra she was emulating her older sister in many ways but 
mainly in an attempt, like her sister, to combine ‘girlie’ looks and sporting 
achievement. When talking about ‘doing like her sister’ her main plan was to let her hair 
grow and join a good team of girls. The girls’ relationships with sports and their own 
bodies did not seem to be mediated by a conscious effort from the school to promote 
diversity among girls while adapting strategies to the girls’ interests and needs 
(Macdonald, 1997; Shaw & Frisby, 2004; Roth & Basow, 2004; Svender et al., 2011). 	  	  
No girl mentioned the possibility of engaging in sports or physical activity outside a 
competitive environment, nor did they mention any experience with co-operative games, 
dance or body awareness activities during Physical Education (PE). They only saw non- 
competitive forms of physical activities when it came to ‘just playing’, without official school 
input. Bebe remembered ballet was part of PE in her country, saying it was not the case 
here. No-one else mentioned dance even though some schools advertised they offered 
traditional dance from different countries. Bebe’s experience was that ballet was for girls 
and not boys. It was very amusing to me that while interviewing Bebe, she asked me for 
assistance with two separate matters; one was to find out if there are extra-terrestrial 
beings and the other was to find out if there are boys who dance ballet. She accepted that 
possibly boys could do it if they really wanted but could not recall seeing a boy dancing 
ballet and believed both events (boys dancing ballet and the existence of extra-terrestrial 
beings) were equally likely. The fact that the girls did not seem to experience PE being 
adapted to their situation is surprising, especially because one of the advantages of 
physical activity compared to other school subjects is its adaptability to the group of 
students (Rondinelli, 2006), meaning it is an easier subject to adapt its content to the 
group’s interests and abilities than more rigidly structured subjects. 	  	  
This discussion also brought up the idea of what would be a ‘girls’ subject’. Sutton saw her 
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love for the subjects Drama and Science as contradictory at first and, like Bebe, Idina 
identified different subjects for boys and girls (Woodwork and Cooking). These socially 
constructed beliefs frequently lead to gendered career paths, where ‘male professions’ 
often result in higher salaries, as previously mentioned. Only Bernadette wanted to work in 
a male dominated field. Patti wanted to be a singer, Marin an interior designer, Sutton an 
actress, Idina a graphic designer or painter, Bebe a teacher and Audra was not sure. All 
girls had the chance to review such positions during the interviews when I questioned their 
beliefs and observed how simplistic and unnecessary some gender divisions were. Sutton 
decided that she could like science as much as drama while Idina realised, ‘Not all 
women, including myself, can cook’. 	  	  	  
As earlier mentioned there were very few school initiatives openly challenging gender 
stereotypes. Not even the fact that PE is the only time in their schools where all students 
wear the same uniform was mentioned by the participants as relevant to de-gender that 
space (Macdonald, 1997; Borges, 2008). Only Idina’s school website appeared to promote 
a specific event in this area, advertising a ‘women in sports’ breakfast for the female 
students to meet professional female athletes. Such initiatives are as potentially productive 
for challenging conventional ideas about femininity and sport (Macdonald, 1997; Svender 
et al., 2011) as similar activities exposing girls and boys to females in mathematics and 
sciences (Wiest & Johnson, 2005), but unfortunately there was no mention of similar 
activities during the interviews or on the schools’ websites. 	  	  
Gender, Multiculturalism and Peers – Teaching, Learning English and Appropriate 
Gender Behaviours 	  	  
As mentioned in the third step of the VCR, friends appeared to be extremely relevant 
influences to all the girls when learning English and were also a stabilising presence, a 
reason to remain in Australia for Idina, Bernadette and Marin. All girls interviewed said 
they had many friends from various backgrounds except for Bebe, who told me she did not 
have many friends in general. Her mother, however, saw her as very talkative and 
surrounded by multicultural friends. Patti, Marin, Idina, Audra and Sutton were described 
as friendly and talkative by their mothers that assumed they would have many friends. 
They told me they indeed had many friends from diverse backgrounds. Bernadette too 
had a very diverse group of friends and described her friendships, saying, ‘This is why I 
have many friends, I am helpful to them’, yet she was also the only participant to talk about 
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racism at school. Many participants referred to older brothers as part of their group of 
friends. Idina and Patti cited their attraction to friendships was due to people’s background 
or migrant status. The same participants at times echoed the perception of other 
participants and previous research that their friends’ background did not matter (Yuen & 
Cheung, 2013). 	  	  
It is interesting to note that no question in the interviews pointed to friends in general, 
however, it was a very prominent subject in all interviews as expected by the VCR method 
itself (Doucet & Mauthner, 2008). In considering all their friends, the girls spoke about 
numerous interpersonal connections and the difficulties in dealing with boys in the 
schoolground and sometimes out of school, but more often they talked about breaking 
the pattern and challenging expectations of gender outside the school. Sutton described 
boys as ‘fake’ and Audra experienced ‘bullying’ from boys at school but outside they had 
male best friends. Bebe and Marin played with boys and did ‘boys’ things’ outside school 
but not inside. They also described how these boys were often from their background and 
similar ages. Idina and Patti mentioned they played with their brothers outside school and 
Bernadette had friends of both sexes and her brother at the same school. 	  	  
Multicultural Friends 	  	  
Friendships are described in research as helping the development of numerous individual 
skills, for example, promoting learning while reducing disruptive behaviours (Dilg, 
2010; Bulotsky- Shearer et al., 2012). Friendships among people from diverse 
backgrounds are also seen as fundamental for children’s development of the ability to 
accept difference and be accepted (Dilg, 2010). For these reasons many cross-cultural 
projects have been built promoting peer playing and interaction in pre-school and early 
school years (MacNaughton,  1999; Bulotsky-Shearer  et  al.,  2012).  The  participants  
who  attended childcare in Australia described similar concerns in that space regarding 
the benefits of friendships, however, there were no indication of the participants’ schools 
fostering friendships (Matuk & Ruggirello, 2007; Dilg, 2010). 	  	  
All participants, except Sutton and Audra, had female best friends and mostly female 
friends. Three participants – Marin, Idina and Patti – mentioned considerable difficulties in 
keeping male friendships. Marin believed it was impossible to have a male best friend and 
Patti believed the distance between the sexes was natural and would increase through the 
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years. Idina said, ‘I talk to the boys but I don’t have male friends’ (tr). 	  	  
Participants mentioned other cultures or countries besides Australia and their 
country/culture of origin but this discussion was very limited and usually  stereotyped 
concerning people from Asian backgrounds and their academic abilities/interests. 
Fortunately, participants often challenged such stereotypes just after presenting them, ‘It is 
not Chinese parents that are demanding. It depends on the individual, some like studying’ 
(Audra) and some participants even had the desire for more contact with others, such as 
Idina planning to move to Japan and Patti ‘She (Chinese friend) is very smart. I was so 
excited to go when she asked me to accompany her to ESL classes’ (tr). 	  	  
The participants’ comments generally reflected positive conceptions of difference between 
social groups or backgrounds and were often inspired by a message of sameness, where 
differences did not stop the participants seeing similarities with other students (Modood, 
2010; Yuen & Cheung, 2013). Rizvi (2006) analysed this phenomenon, particularly among 
Australian migrant groups, mentioning how the migration experience and its financial and 
social impacts unite more than the different cultural heritage could divide. This is also 
promoted by the common majority practice of dividing ‘us’ and ‘them’ or ‘Australians’ and 
‘migrants’ or even ‘Westerners’ and ‘the other’. For instance, many participants mentioned 
how they grouped with other migrants at school: ‘People don’t make fun of your 
background because we are so many from other countries’ (tr) (Idina). ‘My friends are 
mostly from Vietnam and Chinese’ (Audra). Many participants mentioned ‘the other’ as 
Australian-born children not from NESB and used ‘us’, not only regarding their own 
background but also ‘migrants’, ‘Muslims’ or based on gender as ‘girls’ (including 
Australian-born girls). Only Sutton referred to ‘they’ as migrants but soon said, ‘In my 
school they are basically the same as everyone else’. Bernadette and Sutton at times 
portrayed everybody in school as ‘being Australian’, including themselves. For these two 
participants there seemed to be a clear division between being Australian at school (the 
same as everyone else) and a migrant at home (different food and language, for instance). 
This division did not appear among other participants. 	  	  
Few of the schools’ projects identified in this research could be seen as favouring 
integration and a ‘general student identity’ by offering access to aspects of a specific 
culture (dance, language, literature) to all students (McInerney et al., 2001). Actually, they 
often placed knowledge of minorities as secondary (McInerney et al., 2001) or merely 
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tokenistic (Keddie, 2012). Much of the discussion of multiculturalism historically has 
focused on minority groups integrating into the mainstream by learning about it and not 
about each other and this dynamic seemed reproduced in the environments described 
by the participants (Clyne et al., 2004; Leeman & Reid, 2006). Possibly as a result, it 
can be noted that no participant mentioned any of these programs, and it is unsurprising 
that some stereotyped views were found among the students regarding other minority 
cultures even when they described the other students as ‘the same’. 	  	  
Another mention of friends came from Idina regarding international students: ‘They come 
and go away… It makes me sad’ (tr). No other participant mentioned their relationship with 
international students, yet international students’ programs were often mentioned on the 
schools’ websites. Idina’s, Bernadette’s and Sutton’s school webpages presented a lot of 
content on the subject, with Sutton’s school having much of its multicultural content 
associated with this program. Idina’s perception was that in marketing Australian 
multiculturalism, the schools created a situation where many students from NESB come 
and go from the school more often than other students and, as NESB students, s h e  
d e s c r i b e d  t h e y  tend to form groups of their own, having students arriving and leaving 
constantly would become a painful group characteristic. 	  	  
Boys as Friends 	  	  
Idina celebrated that in Australia boys are different. She remembered boys calling girls 
‘ugly’ and running after them during lunch break in Brazil. Idina was not sure why the 
boys’, including the migrant boys, behaviour was different in Brazil than Australia ‘not sure 
if it is because they are older now or not… I think maybe it is because of that’ (tr). As 
explained before, Bernadette and Patti would feel undermined by boys when it came to 
playing or practising sports together. Patti believes boys and girls are ‘better together’ 
even though she is loyal to the girls. Audra made sense of these relations by saying 
that one sex ‘always looks fake’ to the other. Marin talked about friends of both sexes 
but she told me that girls prefer to play with girls because they play the same thing, 
and with time this connection would become stronger and the distance from boys 
would become wider, ‘I never saw a girl best friends with a boy’ (tr). Patti described a 
boys against girls game where you are expected to help the boys team if they capture 
you from your original girls’ group, however, Patti told me she would always side with 
the girls, even against the game’s rules: 
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The boys and girls play catch, boys catch the girls, girls catch the boys. If a girl 
stays very long in the boys’ team she belongs with them now. But if they caught me 
I would not apply myself, helping the girls to win. I would tell the girls ‘Take me, 
arrest me!’ (tr) 	  	  
Sutton endorsed this position saying, ‘with girls you can relate more’ even though girls are 
more ‘fake’, a negative perception that Idina seemed to reinforce, ‘there are some serious 
girls that don’t like other people and say bad things’ (tr). Once again the participants 
presented a view of gender as natural (Fine, 2010; Ringrose & Renold, 2010) with definite 
statements that can be made about a person based on sex. A refutation to such a view 
has been presented in Chapter 3. This confirms some competition and hierarchy among 
femininities and ‘shifts’ the way femininities are available to girls, with ‘mean girls’ (‘fake’ or 
‘that say bad things about others’) at the top of the hierarchy (Martino & Pallotta-Chiarolli, 
2005) and, therefore unsurprisingly, remembered by participants. 	  	  
All but Idina listed some boys among their friends, besides their own brothers (all four girls 
with brothers described a positive and supportive relationship with them and called them 
‘friends’). Sutton added some concerns on how to make the relationship work: ‘to get a 
guy to be nice you have to rip him out of the group… otherwise they are fake’. Idina, 
Bernadette and Patti mentioned boys’ discriminatory or demeaning behaviour towards 
them at some point. 	  	  
Beliefs regarding friendships like those presented by Patti, Marin and Idina can be 
explained because children are susceptible, like adults, to ‘in-group’ bias (Fine, 2010). It 
means that they prefer o b j e c t s ,  b e h a v i o u r s  a n d  s y m b o l s  t h e y  p e r c e i v e  
a s  belonging to what they see as their group. Girls would prefer the toys they see 
other girls playing with and vice versa. They perceive ‘girls’ as their group because it 
is reinforced to females by others during all their social life, as explained in Chapter 
3, creating their ‘group bias’ that is maintained by ‘peer censorship’ and, therefore, 
defining gender through peer relations and even when they perceive limitations in this 
group division, they often conform to avoid ‘social punishment’ (Bussey, 1986; Povey, 
2004a; Fine, 2010). Moreover, low-status in-group membership is considerably more 
accessible than high-status groups so it is easier to call and be called ‘a girl’, apparently 
also leading to stronger self-stereotyping for girls (Cadinu & Galdi, 2012). 
	   83	  
	  	  
Gender Identity at School and ‘Appropriate Behaviours’ 	  	  
Sutton and Audra demonstrated this perception and in-group bias by talking about their 
desire to be more feminine and their belief that it would come with age. Sutton thought that 
‘most girls do boy stuff’, I repeated, ‘boy stuff?’, she recounted, ‘not boy stuff just messy, 
boyish… what a boy would do’. Sutton described Audra as ‘manly’ but Audra 
described herself and Sutton as ‘tomboys’. Audra told me that being a tomboy is about 
age; it goes away when you get older, meaning she believes she will be ‘naturally’ more 
inclined to have long hair and wear pretty dresses when she gets older. Her sister Sutton, 
who would see herself as ‘messy’ at times, would wear longer hair and had some interest 
in princesses and dresses and possibly for this reason, Audra believed she would also 
combine both ‘being a tomboy/ messy’ and ‘girlie’ interests as she became older. 
Interestingly, their group of friends from the same background included just one more girl 
that they saw occasionally and two male siblings, their best friends, so they had two 
groups, gender and culturally based, that seemed to demand different things from 
them, particularly from Audra, and composed their image as tomboys. 	  	  
For Sutton and Audra, however, it seemed to mean a constant struggle to include aspects 
of other ‘femininities’ that they wanted or believed they should include in their lives. Adults, 
particularly teachers, seemed to perceive being a tomboy as something that girls would 
abandon as they matured. Sutton seemed fortunate to find a group of supportive girls who 
could embrace her gender expression (or who supported her to become a tomboy). Audra, 
however, felt bullied by being called ‘manly’ at school. She stated: ‘Sometimes people talk 
behind my back and I am not OK with it. Well, sometimes I can hear my friends doing it’. 
Unsurprisingly Audra longed for the sport team experience and the femininity ‘long hair in 
a ponytail and fringe’ of her sister. Interestingly, even teachers would attempt to correct 
her ‘unfeminine’ behaviours. In my researcher’s diary I also noted how she seemed willing 
to bring this experience forward from the beginning of the interview even though she was 
very emotional and crying when she talked about the bullying. Ringrose and Renold 
(2010) have noticed how often what is punished at schools as ‘antisocial’ or ‘bullying’ are 
the ‘transgressive performances of gender while more gendered forms of aggression are 
normalised’. Therefore, calling a physically active girl ‘manly’ was not treated as bullying at 
school. Furthermore, it is not surprising that Audra would identify being a ‘tomboy’ as more 
desirable than ‘manly’ as being a ‘tomboy’ is still being ‘childish’ and capable of change 
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while being ‘manly’ is possibly more permanent. Feminists have studied how girls 
negotiate as well as resist dominant constructions of femininity (Caudwell, 2011) and while 
being a tomboy is among the more common ways schoolgirls are ‘doing’ femininity, it is 
still a way to transgress gender norms that sometimes results in social punishment, as 
often happens to girls who engage in ‘traditionally masculine forms of relating’ (Povey, 
2004a; Crothers et al., 2005; Ringrose & Renold, 2010). 	  	  
Audra, for instance, has experienced ‘group punishment’, through ‘name calling’ and 
‘gossip’ even though she was engaging in a more valued set of behaviours when 
compared to more traditional femininities (Martino & Pallotta-Chiarolli, 2005). Giving up on 
being a ‘tomboy’ and ‘manly’ to eventually become ‘feminine’ and ‘adult’ means giving up 
on numerous possibly rewarding behaviours such as physical activity, as previously 
discussed, and the value associated with entering ‘masculine’ territory, a value not present 
when the opposite is displayed (Martino & Pallotta-Chiarolli, 2005). Unfortunately it also 
means in a broader sense reinforcing the hierarchy that places stereotypical masculinities 
above femininities and eventually boys above girls. Possibly even because of it, if there is 
challenge to gender stereotypes it is usually performed by girls like Audra, Sutton and 
Bernadette (Povey, 2004a; Fine, 2010). 	  	  
Considerable research has been done on the way schoolgirls learn gender roles and 
perform gender (Poole, 1986; Povey, 2004a; Lee, 2010) and the possible differences in 
performances of gender by girls from different cultural and ethnic backgrounds (Hill- 
Collins, 1998; Crothers et al., 2005; Carter, 2007). For instance, while Audra defined being 
a tomboy as ‘a girl who loves to do boy stuff’, Sutton ‘…like to go down and dirty’ and their 
mother ‘have skirts and dresses in the wardrobe and never wear anything’, Bebe talked 
about being very active, interested in sports and playing with a male friend from the same 
background outside school, but she did not call herself ‘tomboy’ or ‘manly’ or mention 
having problems with her gender expression at school. It could be due to her age, family 
support or just something she forgot to mention during the interview, however, it is worth 
mentioning that in Portuguese the equivalent word to tomboy is ‘moleca’ that despite being 
a derivative word of the male form ‘moleque’, it is not a word associated with being 
necessarily masculine and by itself is not a denial of ‘girlhood’ but of ‘adulthood’, while 
‘tomboy’ and certainly ‘manly’ can take on the former meaning. 	  	  
The original word ‘moleca’ came from the colonial period and was used to refer to Black 
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slave girls around 13 years old (Teixeira, 2004). Through time it became the word used for 
girls who are ‘young and active’, ‘outdoors’ and, possibly due to the history of the word 
(slaves were supposed to be active and heterosexual), it is not oppositional to being 
available to boys as play company or future partners or even wearing girly clothing that 
suits outdoors (Santos & Feldens, 2013). While it still holds the idea that it is a sort of 
marginal and transgressive femininity for young girls only, it is used with love by adults to 
refer to girls and often it is seen as a positive characteristic by the girl’s family (the mother 
did not use the word ‘tomboy’). The word ‘tomboy’, different from ‘manly’, in the case of 
these Macedonian sisters, seemed to be more associated with beauty stereotypes for 
women and the sisters’ ability to conform or not to such in order to transgress in another 
way. Therefore, in many ways it seemed that active, tall, slim, blonde, long-haired, blue- 
eyed Sutton is seen as a ‘tomboy’ while active, short, plump, brunette, short-haired, olive- 
skinned Audra is seen as ‘manly’. 	  	  
Most families did not voice which behaviours they saw as appropriate to each sex but 
when comparing children of different sex (four participants had brothers), parents would 
refer to the girls as being naturally ‘talkative’, ‘sociable’, ‘sweet’ or ‘precious’ and ‘in need 
of protection’. Indeed Bernadette’s father called women, ‘jewellery to be protected’, 
indicating a perception that women are valuable but also if not protected they may be 
‘stolen’ or ‘lose value’. Parents described the sons as naturally ‘aggressive’ (tr.)(Patti’s 
mother), ‘quiet’ (tr.)(Bebe’s mother) and ‘less academic’ (tr.)(Idina’s mother). Audra and 
Sutton’s mother, however, described her daughters as very different girls, with almost 
opposing personalities but having two daughters and no son, she did not associate her 
daughters’ characteristics with being female. She talked about Sutton as ‘sociable’ and 
‘spoiled’ and Audra as ‘sensitive’, ‘shy’, ‘a little delicate peanut’ but also ‘agitated’ and 
‘talkative’. The parents held the view that their girls’ behaviours are ‘girls’ behaviours’ 
exclusively and when some girls identified with something that did not belong to that 
coherence they became ‘manly’ or ‘boys’ things’ (Povey, 2004a; Ringrose & Renold, 
2010), once again reinscribing the gender binary reaffirming their group identity and 
their group as ‘natural’ (Fine, 2010). 	  	  	  	  	  	  	  	  	  	  	  	  
	   86	  
Gender and Multiculturalism in and out of School – Country Comparisons and 
Belonging 	  	  
I think I’d like… I would teach my kids you know, what my family teached me, you 
know, to be more open like Australians, and not stay strict but still do the same 
thing and not affect my culture. (Bernadette) 	  	  
Only one question requested participants to compare their present experience and their 
life in their country of origin, Question 5 (Appendix A), yet the participants often made this 
comparison. From all possible differences between cultures, most of the 
interviewees, mainly the young people and their mothers, highlighted the differences 
between this country’s food, complaining they cannot find the food in Australia that they 
are used to or pleased that they can; celebrations with usually positive feelings about 
keeping both calendars, and children’s independence. Some showed admiration for what 
they identified as positive traits in Australian people and culture, calling Australians 
‘laid-back’ (Sutton and her mother) and ‘open’ (Bernadette and her family), while often 
also identifying negative traits such as ‘lacking respect’ (Bernadette’s father) and ‘lacking 
consideration for family values’ (Marin’s and Idina’s mothers). Such characteristics were 
usually presented on a continuum where aspects of early independence would be positive: 	  	  
My children had the freedom to go and come back from school by themselves…. 
They ended up growing up more, emotionally they matured much more. (tr) (Idina’s 
mother) 	  	  
However, there were possible negative results to this freedom/earlier independence: 	  	  
Earlier independence of the kids in the Australian society. People start their own life 
earlier moving away from the parents and living by themselves. In general they are 
less mature and open to the dangers of our modern world (drugs, alcohol, unsafe 
sex, etc. (Patti’s father) 
 
Bernadette mentioned the need to keep her religion while interacting with other cultures, 
as advised by her parents: 	  	  
They told me like that if I was going to like mix with different religions, different 
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backgrounds, I should not be like affected and try to go with their religion and you 
know, and I should stay in my religion and who I am and not change. 	  	  
Regardless, Bernadette still acknowledged the positive aspects of ‘Australian’ culture: 	  	  
I find in my family… especially when they came here they were more open and we 
could speak to them about like things… I see … families that do that in Australia 
and I’m like “Oh, I wanna… be like this one day, when I have my own family… If 
you read English and then you get something wrong they will try to correct you 
rather than laugh at you but I think in Arabic is a bit different, they are like ‘Oh haha 
you know, she can’t read or anything’. 	  	  
Interestingly she also positioned her family as one that was already more ‘open’ than other 
families and had possibly more easily adapted to Australia. 	  	  
Sutton saw Australia as more ‘laid-back’ but also more dangerous than Macedonia while 
Marin believed it is safer than Brazil. Marin also displayed more knowledge about 
Australian culture and the English language such as celebrations like the Anzac Day, 
books such Chronicles of Narnia, and expressions like ‘sweet sixteen’ than of Brazilian 
culture or Portuguese language. Idina compared her father to Australians: 	  	  
I will study there (Japan)… but I can’t. My father said I cannot leave during high 
school… I am too young to live alone or with someone in Japan. 
Do you believe some fathers think differently? 
I believe if my father was Australian he would think differently. (tr) 	  	  
Idina’s mother also saw cultural differences, saying that Australian parents raise children 
to be more independent but that this created distance between parents and children when 
they grow up, limiting family life. Patti’s parents, and Marin’s and Bebe’s mothers had 
similar concerns: 
 
(….) when adolescents... go live by themselves. This I definitely disagree with ... 
They live by themselves, drink too much, living a life very distant from the family, 
they do not have this contact with mother, father, Sunday lunch. 
Do you hear comments about it? 
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Already. And I disagree with it but the teachers agree, and support them because it 
is part of Australian culture. (tr) (Idina’s mother) 	  	  
Disagreements between migrant parents and teachers are documented in research and 
often influence the way teachers respond to challenges with students (Smith-Hefner, 1993; 
Tsolidis, 2001; Dilg, 2010). Nevertheless, parents often change their expectations and 
embrace views more similar to the teachers’ and the local culture/country as also observed 
here (Yuen & Cheung, 2013). 	  	  
When it came to comparisons of schools in both countries, Patti’s parents agreed with the 
idea expressed in her father’s statement: 	  	  
I prefer the full day (at school)… opposed to the half period in Brazil (morning or 
afternoon)… Another aspect I like in the Australian curriculum is the development of 
speech… enhances their expressivity with benefits for their future. The negative 
aspect… is the lower level of education in the early years of schools. 	  	  
Patti’s parents also became less focused on imposing higher education on their children. 
Marin’s mother experienced a similar shift in priorities but was worried about the 
widespread discussion of homosexuality in schools and how it could affect her daughter 
due to the religious beliefs she attributed to her Evangelical faith. Discussion of the 
appropriateness of homosexual teachers in schools was very present in the media at the 
time – February 2013. She still believed that mixing with Australians was important as did 
Bebe’s and Patti’s mothers, ‘when we arrived (in Australia) … How does it work here? How 
is the culture here? Let’s take part in it. Because it was something I wanted to take part in’ 
(tr) (Bebe’s mother). The limited studies on the challenges of mothering in a transnational 
and cross-cultural context indicate that immigrant mothers often tend to select what to 
draw from their cultural backgrounds, adapting to the new cultural reality (Tsolidis, 
2001; Naidu, 2013; Yuen & Cheung, 2013) instead of simply mothering as they would in 
their country of origin. It is not surprising then, that the mothers in this interview focused 
on the specific  aspects  of  their  culture  that  they  intended  to  keep  while  
considering  the possibilities in the local culture, and found they were open to change if 
instructed by the school staff. 	  	  
All participants and their informants seemed to be engaged in a process of combining 
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cultural experiences from their place of origin and current country of residence. Part of this 
experience included not only keeping some cultural practices but also having ongoing 
contact with the country of origin itself. Patti spoke about missing and visiting Brazil; she 
came to Australia on a permanent resident visa and her parents intended to remain in 
Australia indefinitely. Audra was born in Australia but saw herself as Macedonian. She was 
willing to spend long periods of time in Macedonia but she was scared, ‘I want to go there. 
I’m scared that I won’t know much, that I won’t fit in’. Her sister also mentioned that their 
visits to Macedonia were too short. Still, they believed they had a good mixture of 
Australian and Macedonian traditions in their life. Sutton said: ‘We have the best of both… 
Christmas in Australia is more decorative, you could say, or more flashy, with more lights 
and more festive…. Our (Orthodox/Macedonian) is more traditional, family’. Idina did not 
have much contact with family and friends in Brazil, ‘I do not miss them that much’ (tr). Her 
family members here believed she was avoiding Brazilian people and culture, ‘Not 
interested in going to Brazil…don’t speak to the grandparents… hide from everybody… it 
is as if she did not come from Brazil’ (tr) (Idina’s mother). Marin, on the other hand, told 
me, ‘I never want to return (to Australia) when I am with my family’ (tr) but later conceded, 
‘I may remain in Australia’ (tr). 	  	  
During the interviews, even though it seemed all participants were talking about the same 
situation (country comparison) this was not always the case, as they also presented very 
different views of ‘culture’. Bernadette often positioned herself during the interview as a 
Muslim girl and not necessarily an Iraqi, prioritising her religious identity when discussing 
culture, as noticed often in this religious community (Modood, 2007, 2010). Some 
interviewees referred to safety as an ‘Australian’ trait, despite being a result of 
socioeconomic reality and local development more than part of a specific culture or 
delimited by national borders (Tsolidis, 2001). Modood (2007) explains the phenomenon 
by reminding us that ‘the coherence of a group, its groupness, is neither a fiction nor an 
essence but more akin to family resemblance’ (pg. 9), as presented in Chapter 1. This way 
he explains how people identify the characteristics that belong to a group (e.g. Australians, 
Brazilians, migrants, school community) and identify themselves with a group even if using 
very different criteria between them. For instance, Bernadette often referred to Islam as 
not only a religion but also her ‘culture’, while Marin’s mother, when talking about her 
religion, did not call it her culture or Brazilian culture, yet both compared the experiences 
they had in their ‘cultures’ and/or countries to the experiences they perceived as 
‘Australian’. 
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‘Mother Tongue’ 	  	  
‘Mother tongue’ is used here acknowledging the problematic gendered nature of the term. 
It intends to convey the idea of these girls’ background or family language regardless of 
their proficiency. Patti, Bebe and Marin stated they believed it was important to keep 
their ‘mother tongue’ and they tried to find strategies to make sure this happened, 
such as speaking it at home or at any other opportunity, even though Marin’s mother 
and Bebe’s parents wanted to practice English at home. Bebe’s mother said she was 
proud of her daughter’s decision but Bebe said, ‘They (parents) want to speak English 
but I don’t let them… because my English is better than theirs…. We must speak 
Portuguese at home’ (tr), and Marin, ‘I don’t like speaking English’ (tr) and Marin again, 
‘for her (mother). I am an English teacher’ (tr). At the same time, Idina questioned 
speaking the mother tongue, ‘… if you stay just speaking your language all the time it will 
not help you (to learn English)’ (tr). 	  	  
Patti mentioned several times that she felt she was forgetting her mother tongue, ‘I am 
very scared I am losing my language’ (tr). She believed that, by acknowledging the English 
language and Australian culture, she was losing some of her Brazilian heritage and that 
English came easier to her in reading and speech. Her mother confirmed this and 
confessed she did not know how to encourage her daughter to use both languages 
simultaneously and felt it was very positive that Patti was not ashamed of speaking 
Portuguese as could have happened. 	  	  
Bebe learned English at pre-school and forgot how to write in Portuguese: ‘When I grow 
up a bit more my mother will teach me (writing), because if she teaches me now I will 
forget English’ (tr). Bernadette studied written Arabic at home with her mother after being 
shamed for not being able to write the language: 	  	  
When I went back to my country you know, I found really difficult…teachers would 
really get angry like… you meant to know Arabic, but you know, I didn’t really know 
how to read and write in Arabic because… I came to Australia… but now my mum 
is teaching me how to read and write so it got better. 	  	  
Idina’s mother confirmed that while Idina read in Portuguese, she often added English 
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words to sentences. Still, she was one of the five girls interviewed who spoke their mother 
tongue daily at home. Audra and Sutton’s parents had the longest migration history and at 
home the girls spoke only Macedonian until entering childcare. Later they spoke English 
mixed with some Macedonian words against the father’s wish to speak only Macedonian 
at home. Both children were happy to hear from their mother that they once spoke 
Macedonian well as they did not speak or write ‘proper’ Macedonian any longer. ‘…well, in 
Macedonian I’m bad, I can’t read in Macedonian… I want to learn’ (Audra). Sutton had 
already tried to learn Macedonian reading and writing but stopped: ‘I’m hopeless at 
reading. I attempted to learn quite a few times when grandma and grandpa came over. 
She tried to teach me and it failed quite a few times’. 	  	  
All the girls spoke of their interest in keeping and perfecting their ‘mother tongue’ language 
skills even if with varied commitment – from Sutton who had very little interest in the 
language as she ‘tried and failed’ a few times, to Bebe who refused to speak English at 
home. Family members also varied in their expectations of the girls speaking the mother 
tongue. There were variations in families and between families, including families of similar 
backgrounds. This finding is in line with previous research that observed considerable 
variation in the importance attached to community languages to warrant  group 
membership into that cultural group (Clyne et al., 2004), as language is not the only 
cultural trait that can define a cultural group. Some participants’ families seemed to focus 
more on the maintenance of religion, relationships with relatives and other practices that 
they brought from their country of origin, as a way to keep group membership and define 
the groupness (Modood, 2007). Moreover, parents discussed the subject with 
considerably less emphasis than their children who all seemed to agree on the importance 
of language maintenance or acquisition. 	  	  
A common theme in all the interviews, however, was that learning and maintaining their 
mother tongue was seen as a private affair. No participant expected the school to support 
them in any aspect regarding their mother tongue, nor was there any specific school 
program available for learning, maintaining or fostering one’s mother tongue that the girls 
were aware of. The general agreement was that these children could be at risk of losing or 
not learning their mother tongue properly even though all the girls involved believed in the 
importance of language maintenance. The school websites, however, offered a more 
complex picture. While Patti’s, Bebe’s, Sutton’s and Marin’s schools’ websites did not 
mention which ‘Language other than English’ (LOTE) they taught, Audra’s school 
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mentioned numerous languages as did Bernadette’s school’s website including Arabic for 
native speakers. The fact that most of the schools did not offer any program addressing 
the students’ ‘mother tongue’ may be an important fact weighing on the participants’ 
understanding that the development and maintenance of their ‘mother tongue’ is a private 
matter. 	  	  
It is interesting to note that in the 2001 Australian census the country boasted 200 
community languages (135 of them a result of migration post English colonisation). The 
term ‘community language’ comes from an understanding that these languages are not 
‘foreign’ as this is a multicultural society (Clyne et al., 2004) and, therefore, they belong 
here in some fashion. Even though teachers and school staff have at times been resistant 
to the idea that schools should take a role in language maintenance and have struggled to 
see diversity as a country’s asset (with very little improvement over the decades) 
(McInerney et al., 2001), many policies through the years have aimed to promote 
community languages (Clyne et al., 2004; Community Languages Australia, 2013). 	  	  
The languages thought of as second languages in schools are, therefore, not randomly 
picked but are actually a direct result of language policies created over time. While none of 
the families interviewed were from the main language groups, although Arabic and 
Macedonians place high in the rank, it is concerning that only one girl studied at or knew 
of a school where her mother tongue was thought of as a second language, but she was 
not able to mention it during the interview. More importantly, the participants portrayed the 
maintenance of their ‘mother tongue’ as of no social value to Australia. 	  	  
Additionally, numerous governmental and government-funded state and national bodies 
offer services and brochures in community languages but the majority of the participants’ 
schools did not (Clyne et al., 2004) and also did not offer material in ‘commercial’ 
languages. Participants and informants all agreed they had never seen printed material in 
a language other than English at their schools and it was also not mentioned on the 
schools’ websites. It is surprising to note the lack of interpreters particularly as access to 
interpreters has been provided since the onset of multicultural policies (Clyne et al., 2004). 
Not only does the Queensland Department of Education offer interpreters as mentioned on 
Chapter 3, on their website it is publicly displayed the client code to be used when an 
interpreter is needed over the phone and it advises the procedure to access the service 
(Queensland Government, 2004; Department of Education, 2011). 
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Belonging 	  	  
During the second step of VCR (Voice-Centred Relational) analysis, focusing on ‘I’ 
statements (including ‘me’ and ‘we’, see Chapter 4), it was possible to observe that 
Bernadette and Sutton acknowledged that cultures were different from each other but at 
the same time they saw the students of any background in their schools as ‘the same’. 
Sutton said: 	  	  
I guess different cultures have their different ways, I guess. Like, music and stuff. 
I’m not quite sure. I think it’s all the same in school and stuff…in my school? In my 
school they are basically the same as everyone else, they all stick together. 	  	  
Modood (2007) discusses how the sense of identity depends on the circumstances and, 
therefore, people will vary in the characteristics they identify as determining the group and 
often, young people will have malleability concerning their identity through time. For 
instance, Bernadette talked about herself as part of a collective, referring to ‘we’ as all 
Muslim students, Arabic speaking or not, and she displayed a strong behaviour conformity 
(by wearing the hijab by the age expected in the Qur’an, for instance), while Idina talked 
about ‘we’ as the whole group of migrant students. Idina would also see herself as 
‘Brazilian’ but not only Brazilian, a hyphenated identity or in her words ‘maybe half’ 
Brazilian-Australian. Therefore, it is this malleability concerning identity that allows for the 
creation of new ethnicities (Modood, 2007) such as Brazilian-Australian. Still, all 
participants associated familiarity with their mother tongue, with their cultural identity and 
with group membership, and all, but Sutton, demonstrated interest in maintaining or 
improving their language skills to improve their position in their group or avoid possibly 
being considered an outsider. 	  	  
The girls interviewed did not seem concerned about their visas and, even though the 
majority of the participants were not Australian citizens, they wondered about being or not 
being an Australian person, with divergent answers among them. The questioning also 
seemed to remain after permanent residency and citizenship were established. Bebe told 
me she is more Australian than Brazilian (although she does not have permanent 
residency in Australia) but does not want to be only Australian as exemplified in this 
dialogue: 
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Are you Australian or Brazilian? 
Both 
So you are both? 
More Australian 
More Australian? 
Yes 
Do you think one day you will be only Australian? 
No 
No? 
I don’t want to. 
Why not? 
Because I have a friend, he is not from my school and he speaks, he was born in 
Brazil and he does not know how to speak proper Portuguese. (tr) 	  	  
It became clear in this exchange that Bebe saw her language as fundamental for Brazilian 
group membership (Clyne et al., 2004) but did not see this group affiliation as an 
impediment to her identity as an Australian (Modood, 2010). Even so, most participants 
did not see themselves as Australians and were more concerned with managing to build a 
permanent life in Australia while holding a strong identity with their minority group. Idina 
said, ‘I would not consider myself Australian, I would say that I am from Brazil, maybe 
half?’ (tr). Her mother agreed she would never stop being Brazilian but worried she may 
eventually stop identifying with the culture. While Idina enjoyed many aspects of Japanese 
culture (e.g. drawing style, comic books, fashion and food) her family did not follow her 
interests and appeared to perceive them as threatening her Brazilian identity, often telling 
her to behave differently and to ‘be Brazilian’. Other participants did not see themselves as 
Australians at all. Sutton and Audra believed they were purely Macedonians, and Marin 
and Patti purely Brazilian. Bernadette stated that people did not really ask where she was 
from, but queried her background, giving her more space to reflect on her identity. 
However, if and when asked, she is Iraqi. 
 
The Australian visa status and acquisition of Australian citizenship did not seem to have 
any correlation with how the girls felt about their identity as citizens; the environment 
seemed to have much more importance in this process as described in previous studies 
(Modood, 2010). Also, there is no opposition between strong citizenship and small group 
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identities but it is interesting to note that research has previously shown how frequently 
second generation migrants are hesitant to call themselves ‘Australians’, instead preferring 
a more hybrid identity, displaying ongoing connection with their background (as seen in 
the participants’ statements) but also a possible failure to identify with a stereotyped ‘white’ 
image of Australians (Collins, 2013). 	  	  
Idina and Bernadette, for instance, mentioned they were changed by the experience of 
migrating to ‘Australian culture’ and how it impacted on their plans for the future. At no 
time, however, was the idea raised that cultures change and, therefore, the behaviours 
and beliefs they see as part of their minority identity might change the ‘symbolic 
dimension’ of Australia in the future. It seemed that no person interviewed recognised they 
could more than integrate, they could change mainstream Australia (Clyne et al., 2004; 
Rizvi, 2006), not only having their national and cultural identities hyphenated or 
somehow reviewed but making mainstream Australia more hyphenated. 	  	  
Conclusion 	  	  
In this chapter all the data collected were analysed and presented to reflect three main 
themes and subthemes. In Gender and Multiculturalism at School I described how the 
participants identified the group of girls as natural and more inclined to call people from 
NESB (or not) ‘the same’. I also explored issues regarding what is offered at school and 
some of the risks concerning the schools’ shortcomings. In the subthemes School 
Programs and Projects, five girls identified activities for NESB children in their schools – 
none specifically for girls. Even though they identified more programs in the schools that 
seemed to offer more, they also identified numerous gaps considering these girls’ needs 
and national and state policies. In Discrimination at School, I highlighted the parents 
concerns regarding bullying and racism, and experiences in which the school was unable 
to respond to cases of discrimination, and in Girls from NESB and School Subjects, I 
discussed the issue of girls from NESB still identifying historically male dominated 
subjects, such as sports and mathematics, as ‘masculine’ or unavailable to girls in many 
forms. I also discussed how it was presented by many participants as a bigger barrier than 
mastering a new language and how learning English itself was seen as dependent on 
social context and once again independent from school efforts. In Gender, Multiculturalism 
and Peers – Teaching, Learning English and Appropriate Gender Behaviours, I explored 
through the subthemes, Multicultural Friends, Boys as Friends, Gender Identity at School 
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and ‘appropriate behaviours’, the possibilities and difficulties the girls faced to make sense 
of numerous cultural and gender stereotypes regarding themselves and others at school. 	  	  
Finally, in Gender and Multiculturalism in and out of School – Country Comparisons and 
Belonging, I discussed how many issues that could be raised at school, have been sorted 
outside that environment by the participants. They and their parents compared Australia to 
their country of origin and outlined ways to identify barriers and positive experiences while 
also making sense of the new environment. Through this process they identified the 
perfecting and maintenance of their ‘Mother Tongue’ as a private or family matter that 
does not involve the school, while at the same time is a process in which the girls are 
highly invested. Marin’s reward for succeeding in English, for instance, was being allowed 
to read in Portuguese before bed. Their relationship with their mother tongue or any other 
cultural aspect also did not seem to be fundamental to their experience of Belonging; that 
also seemed not determined by visa status, time in Australia or children’s age, but a result 
of the environment (Modood, 2010). 	  	  
In the next and final chapter I present the conclusions drawn from the data analysed here 
and some possible implications. 	  	  
Chapter 6 - Conclusions: 	  	  
In order to answer the research question, “How are female students from NESB 
negotiating their realities as females and members of a minority community at school?”, 
seven girls from NESB were interviewed. Working within a feminist framework, this 
research worked from the premise that focusing on these girls’ voices, stories 
would emerge that would be relevant to the minority and the mainstream alike. Being a 
transnational feminist study also meant that my position as a researcher was relevant to 
the construction of data, relying further on my shared experience of migration with the 
participants’ families. While acknowledging our differences, much of our similarities 
facilitated the research process finding not only commonalities but space for solidarity 
(Bhopal, 2010). 
 
The first important conclusion to note is that the girls were all satisfied with their schools 
and besides Bebe, they all evaluated their current school as the best they had ever 
attended. During the interviews, based on the girls’ experiences and supported by the 
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schools’ websites, it seemed there were very few projects in those schools addressing 
multiculturalism or Multicultural Education (Eldering, 1996) and even less promoting 
gender equality. The participants’ memories of projects in multiculturalism and gender 
seemed to be proportional to the amount of projects listed on their school websites. More 
than a difficulty to carry multiculturalism and gender equality agendas at the same time, it 
evidenced the tendency of prioritising one agenda over the other, in the cases analysed 
here, multiculturalism over gender equality (Song, 2005; Okin, 1998). Nevertheless, it also 
indicated a low priority of both agendas (Hickling-Hudson & McMeniman, 1993; Cruz-
Janzen & Taylor, 2004; Matuk & Ruggirello, 2007), exemplified by the fact that the 
participants did not identify most of the few projects in  multiculturalism their schools 
offered and none of the very few events or projects on gender equality offered. 	  	  
Girls did not talk about themselves as equal to boys as they did when they talked about 
being equal to girls who were not from NESB. Boys were seen as ‘equal’ to girls but with 
very different prescribed sets of behaviours to perform while people regardless of 
background were ‘the same’ even if their school needs varied at times. The perception of 
the existing inequality in gender discourse is, even after years of gender equality policies 
in Australia, a perception of limited differences, mainly related to the practice of sports. 
The girls from NESB interviewed seemed to perceive multiculturalism as a more active 
process (learning from others about their culture) while still perceiving gender as often 
’natural’. When challenged during the interviews though, it was not difficult to shift their 
pre-conceived ideas of gender, and even though they did not question gender stereotypes 
verbally many had practices that were transgressive or transformative of the gender 
boundaries (Povey, 2004a; Martino & Pallotta-Chiarolli, 2005). Girls who mentioned 
challenging the status quo felt resistance and often no support from the school staff. Some 
participants, particularly Bernadette and Idina found themselves struggling to manage the 
way they were perceived at school as girls and members of their cultural background. 
Individual efforts to overcome possible barriers to background or gender are to be 
celebrated, however, not as neoliberal ideals of success against all odds  (Ringrose, 
2007a; Sutton-Brown, 2010). The risk in promoting individual success only is to undermine 
the importance of multiculturalism and feminism as agendas for social change in schools 
and how necessary they are for the collective of girls from NESB. Not all girls can do it all 
by themselves nor should they, as such efforts can have considerable consequences on 
girls’ self-awareness, self-esteem and ability to trust others in the future (Brown & Gilligan, 
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1993; Halland, 2007). Clearly in the stories presented here an intervention from  the 
schools was necessary and could have contributed to a better outcome. After all, both girls 
mentioned above how eventually, they changed schools to permanently address issues in 
schooling. 	  	  
The girls talked about having more opportunity and incentive to practice sports here in 
Australia than in their country of origin and how it reshaped their idea of femininity but they 
were also left to manage space and relationships with boys by  themselves, with  no 
mention of strategies specifically supporting girls in this area. Even though they were 
NESB girls they often saw not English, but mathematics and sports, historically 
masculinised subjects, as challenging. If they happened to enjoy the subjects, games or 
activities they perceived belonging to boys, particularly sports, mathematics, science and 
woodwork, they assumed it was an exception to the rule or a ‘phase’ they would grow out 
of as some of them had heard from adults. This is consistent with experiences described in 
other research (Fine, 2010; Ringrose & Renold, 2010). Moreover, mention of enjoying 
‘masculinised’ sports or games, in the case of Bebe and Marin, resulted in lower and more 
secretive tones of voice than the rest of the interviews. It seemed to imply their awareness 
that when girls challenge gender stereotypes, peers and even adults would socially punish 
them, putting such behaviours down, as previously described in Chapter 5 and previous 
research (Povey, 2004a). Moreover, none of the girls talked about teachers, subjects or 
school books that helped them to question gender stereotypes and expectations in school 
subjects, future careers or other spaces even though, these are the beliefs that must be 
challenged if we are to promote gender equality (Grieve, 1986; Poole, 1986; Hanson, 
1996; Collins et al., 2000). 	  	  
In opposition, childcare was described by participants, parents and a childcare worker as 
institutions invested in  challenging  gender  stereotypes, maintaining  and  learning about 
different cultural traits and communicating with parents, with the use of interpreters when 
necessary, in accordance with previous research findings (Matuk & Ruggirello, 2007; 
Saavedra et al., 2009). There seemed to be some good examples of practices that 
schools could maintain or build on from childcare. 
 
Even though the girls interviewed did not come from countries with the same experience of 
‘gender equality’ projects in schools that many Anglophone countries have, the 
participants did not observe much difference in being a girl in Australia and seemed to 
	   99	  
believe that the real difference was between cultural practices of their country of origin and 
Australia. One of the possible explanations is that in the last 15 years the gender equality 
agenda in various Anglophone countries has been gradually replaced by a less feminist 
project of ‘social inclusion’ that does not address openly the issues with gendering 
behaviours in general (Povey, 2004b; Preston, 2004). Unfortunately, a possible 
consequence of this is reinforcing the idea of gender as natural and not dependent on 
society and culture. 	  	  
There were also aspects of a multicultural agenda and current national multicultural 
policies that were missing in the school experiences described, namely, school 
engagement in valuing and preserving certain cultural traits such as religion and language, 
ongoing communication between schools and families and use of interpreters (Clyne et al., 
2004; Williams, 2008). Participants also identified gaps in the strategies regarding 
language acquisition; such gaps may result from existing gaps in government policies 
(Clyne et al., 2004), and a possible lack of teacher training in multiculturalism (McInerney 
et al., 2001, Ensign, 2009). 	  	  
The friends at school appeared as the ones introducing the new culture (especially the 
new language), while maintaining language and cultural practices were perceived as the 
responsibility of the girls and their families. Such observations reaffirm the perception of 
how relationships are central to the lives of women and the formation of their identities, 
particularly family relationships and friendships (Matuk & Ruggirello, 2007; Doucet & 
Mauthner, 2008; Dilg, 2010). Nevertheless, schools did not seem to the participants to 
use friendships and peer support strategically to teach language or the value of 
multiculturalism as many interviewees had identified in their childcare experience. These 
findings seemed to illuminate two points, the need to support friendships and the 
socialisation of people from NESB in education policies as an educational tool not only in 
childcare (Matuk & Ruggirello, 2007; Dilg, 2010); and the relevance of using methodology 
that acknowledges the importance of social relations and the girls’ roles in relationships 
such as the VCR (Voice-Centred Relational Method) utilised here (Doucet & Mauthner, 
2008). 
 
Moreover, all girls described their relationship with their ‘mother tongue’ as a private 
affair, possibly due to the fact that most schools had no project on these girls’ 
languages, and expressed clear interest in keeping and improving the ‘mother tongue’, 
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indeed often having more emphasis on it than their parents. While literature has identified 
how parents and schools struggle with maintaining cultural traits such as language and 
preparing the child for life in the dominant culture (Saavedra et al., 2009), this 
research did not hear much about the schools’ attempts to facilitate this process. The 
participants also seemed to feel it was their responsibility to learn about the new country, 
while not perceiving their background as contributing to shaping mainstream Australian 
society and not presenting any opposing discourse (Tsolidis, 2001; Dilg, 2010). The 
girls and their families talked about feeling ‘integrated’ at certain times and not at others 
with their experiences not always matching what is delivered or expected to be 
delivered by multicultural policies. The existence of one does not guarantee the other 
(Collins, 2013). Much of the integration mentioned by the girls and the families came 
from interpersonal experiences, being accepted by individuals and not necessarily what 
the policies provided to them. 	  	  
Current multicultural policies and practices do not openly take into consideration the 
diversity among migrants in their schooling and migration history, despite such 
considerations being fundamental to plan for this diversity and reach better outcomes for 
marginalized girls (Creagh, 2013; Collins, 2013). This diversity is explained by a number of 
factors including the unprecedented increase in temporary visas in Australia in the last 
decade (Collins, 2013). Additionally, multiculturalism appeared on some school websites 
and in Idina’s discourse as a marketable good that in a neoliberal economy can help to sell 
education as a product, particularly to international students (Park, 2010; Wilkins, 2011).  
 
This way the conceptualisation of a multicultural agenda and its delivering on the school 
grounds becomes more complex and the priorities less clear. Other projects appeared as 
geared towards a specific migrant community and there seemed to be gaps in the support 
to girls from some backgrounds and with specific stories of migration such as temporary 
migrants. What is offered under multiculturalism does not necessarily attend to all kinds of 
girls from NESB arriving currently and their needs. Multiculturalism and related policies 
must acknowledge, as feminism has already, the diversity of women’s needs and 
positionality and the need to theorise in that reality (Macdonald, 1997; Cadwell, 2011). 	  	  
Participants and informants  presented different perceptions  of the characteristics 
necessary to establish their ‘cultural group’ (Modood, 2007) and how it becomes important 
when defining the characteristics of Australia and the children’s cultural needs. While 
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some girls talked about their ‘cultural group’ based on their religion (Bernadette), others 
referred to their country (Bebe) or the general group of students from NESB (Idina). Often 
socio economic conditions and migration by-products (Tsolidis, 2001) were seen as 
‘cultural’ factors by the participants and some schools’ websites reflected that 
understanding. Bernadette’s, Idina’s and Audra’s schools provided access to computers, 
homework clubs and community activities and referred to these initiatives as targeted to 
specific migrant backgrounds. While these activities are important in helping to bridge the 
distance between migrant parents, the school and their children’s schooling, it can also be 
perceived as addressing gaps in someone’s cultural practices. Unfortunately, it is a 
process of racialisation of social economic factors particularly strong among certain 
minority groups that reinforces the idea of culture as fixed and that some ‘cultures’ would 
actually be particularly problematic (Tsolidis, 2001). Actually these programs are 
addressing financial needs, social inequality, other migration by-products including 
racism and the parents’ low levels of schooling and not their culture (Rizvi, 2006; Tsolidis, 
2001). Identifying certain needs as specific to certain migrant groups and broadly 
advertising them as such has the risk of negative stereotyping that group (Keddie, 2012) 
while excluding other migrant groups or individuals that could be included if using a 
different grouping criterion such as social inequality (Rizvi, 2006) or migration history 
(Tsolidis, 2001). All interactions between families from NESB and schools communicate 
something about the place of girls, social minorities and community languages affecting 
the formation of these girls’ identities and constant experiences of negative concepts by 
girls from NESB can make it harder for them to acquire equal membership in wider society 
(Modood, 2010). At the same time, while it is true that that some minority groups, due to 
numerous factors, will have specific needs in education particularly when including gender 
equality as part of this process (Hill Collins, 1998), it is also the case that similar 
experiences among minority groups lead to similar educational needs and school 
experiences. Once again, experiences of racism (Bhopal, 2010), diasporization (Tsolidis, 
2001) and gender oppression (Mohanty, 2003) lead to similar needs and often are more 
determinant to people’s needs than the culture from where they come. 	  	  
Some issues did not appear in the interviews but are worth mentioning. Even though the 
literature on gender equality often argues about the importance of women in leadership 
positions at school and promoting leadership amongst girls (Kenway et al., 1997; 
Holmgren, 2000; Povey, 2004a), this was rarely mentioned during the interviews. 
Bernadette talked about the importance of being a good role model and advised other 
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girls to persevere with their education and even challenged gender stereotypes to 
‘prove them wrong’ (them meaning sometimes boys, sometimes the wider society), while 
Sutton mentioned the ‘classroom captain’ or the ‘student mentor’ as options of support if 
a girl from NESB was facing difficulties at school. However, she did not specify the 
gender of the ‘mentors’. No other participant talked about leadership as a desirable 
characteristic or position or talked about seeing women in leadership positions at school 
and/ or being inspired by it. On the schools’ websites there were limited references to 
leadership and women as well. Only Bernadette seemed interested in being a role model 
to other girls and also appeared to be already leading other girls in different situations, 
including playing football against the boys at school. She did not talk about any support or 
any place where she learned to be a leader. She mentioned, however, being supported in 
challenging gender stereotypes when it came to her future career, and that the incentive 
and support for this came from outside school. 	  	  
Possibly due to the fact that many mothers migrate because of their husbands’ financial 
prospects, often women arrive in Australia with less command of the English language and 
stay away from the work place (Martin, 1986; Tsolidis, 2001). Women also often believe 
that they should stay longer at home helping children to settle in the new country. As a 
result, women that were not stay-at-home mothers before the migration become 
housewives in the new country (Martin, 1986; Tsolidis, 2001; Naidu, 2013). As a possible 
result of this process, I was able to meet all of the participants’ mothers but not all fathers. 
These mothers told me that they were less participative in their daughters’ schooling 
process than they would like to be because of their lack of English and they found 
themselves more ‘apt’ to preserve or teach cultural traits from their backgrounds 
than introduce the new country to their daughters. They did not necessarily want to 
engage in maintenance of these cultural traits as much as they were ‘able’ to and required 
to by their daughters. This way the mother’s role in schooling was more limited than they 
wanted it to be while at the same time they were looking for other ways of supporting their 
children, outside school through the connection with the home country or building 
friendships in Australia.  	  	  
While I have discussed here the need for individuals and school programs to engage with 
multiculturalism and gender equality, it is impossible to ignore the need for combining 
gender equality and multicultural aims in policies as well. Policy may seem just symbolic at 
times, particularly when there is dissonance between policy and school practice. 
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However, it is an important way to legitimise social concerns for multiculturalism and 
gender equality and gives society a mechanism to demand change (Johnson, 2002). The 
development of multicultural and gender equality policies in parallel helps avoid issues 
such as the ones presented in Chapter 2 of this research, but it also may reinforce the 
idea that such social projects are adversarial or cannot be aligned. Such a  position, 
as mentioned in Chapter 2, does not benefit women and girls from NESB who  rely on 
policies and projects in both spheres, multiculturalism and gender equality, for the 
chance to be equal participants in society. In terms of developing useful policy that 
combines multicultural and gender equality concerns, listening to the experiences and 
needs of the girls affected by these policies is a good starting point. Encouraging 
analysis that starts from the position of the most marginalised, centring on their 
voices, may be the main contribution of this study for further work in this area. 	  	  
Studies like this one are important in identifying the strengths and gaps of policy 
and procedures from such girls’ points of view, as they are the people directly 
affected by gender and multicultural policies. In this research, understanding 
multiculturalism and challenging gender inequality came across as individual processes 
that girls negotiate if not alone, only with the informal support of family and friends and 
not with school staff. This is an important realisation because if the girls are not aware 
of spaces to address such issues they feel isolated, struggle to adapt and face gender 
and racial discrimination as described by the participants, when that is exactly what 
national policies have historically aimed to avoid. 	  	  
One more reason why interviewing these girls is important is that they are able to identify 
possibilities of change considering what is already offered to them. The participants and 
their informants offered a number of suggestions to improve their school lives including 
having more diversity in Physical Education and supporting, or even encouraging, girls’ 
initiatives to challenge restrictive gender constructions and share cultural practices during 
those classes. They also pointed out the need for better communication with new arrivals 
from NESB, possibly including the use of interpreters and the importance of teachers 
actively promoting the formation of friendships. These ideas resulted from positive 
experiences in childcare and the girls’ individual attempts to address their difficulties. 
Finally, the analysis method VCR reflects the transnational feminist concern for listening 
to the most marginalised voices when centring transnational questions due to their position 
to observe power relations and the intersection of disadvantages (Mohanty, 1991; Sutton- 
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Brown, 2010). Such an approach could also be used for a continuous consultation 
process to promote social justice while also treating Australia’s cultural diversity as an 
asset and assuring accountability when drafting or implementing policy. 	  	  
Final Considerations 	  	  
An education that attends to multicultural and gender equality agendas must be prepared 
to deal with possible tensions (Carter, 2007; Martino & Rezai-Rashti, 2008). The 
participants of all ages were willing to discuss gender and revisit their beliefs during the 
interviews but unfortunately they did not have the experience of doing it in schools. This 
suggests the need for discussing gender construction and multiculturalism in the 
classroom (Martino & Pallotta-Chiarolli, 2005; Matuk & Ruggirello, 2007). Such 
‘emancipatory’ education would also require an understanding of intersectionality listening 
to differences in priorities among minority women (Keddie, 2010) and acknowledging 
multiple and hierarchical differences between agendas before building possible common 
projects (Mohanty, 1997; Fraser 2009; Ringrose, 2010). 	  	  
Martino and Rezai-Rashti (2008) and Tsolidis (2001) suggest that addressing gender 
relations in all spaces can actually advance a multicultural agenda and demystify certain 
beliefs regarding achievement, schooling needs and specific backgrounds (Ringrose, 
2007a). The combination of multicultural and gender equality agendas, policies and 
programs would therefore also require a disposition to cultivate educational imagination 
and sensitivity to varied social conditions (Matthews, 2013), favouring a national identity 
that is relaxed about multiple, fluid or hyphenated Australian identities (Collins, 2013). 
Nevertheless, it would also require practical changes to the school environment and 
curriculum besides the willingness and disposition for change (Johnson, 2002). These 
changes would include an understanding of intersectionalities when listening to the girls’ 
stories, and particularly the complexity of intersectional identity relations and how such 
understanding might inform a more nuanced policy approach to supporting NESB girls. 
Such knowledge is useful moreover, not only to identify and remedy issues of concern 
about how reductionist understandings of identity might create social inequities and 
constrain the lifeworlds of these girls, but also to identify the possibilities opened up when 
identities are seen in multiple and intersecting ways; creating new and more broadened/ 
hyphenated identities, therefore, reshaping notions of the ‘Australian girl’ into a more 
inclusive identity without losing sight of the specific intersecting needs of different girls.   
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So far, projects aiming for gender equality and multiculturalism, together or separate, have 
had limited results (Povey, 2004a; Terzian, 2006;  Cousins, 2007). The neoliberal and 
patriarchal contexts and their resistance to change account for much of the problems and 
limitations multicultural and gender equality agendas face when being implemented 
(Macdonald, 1997; Sutton-Brown, 2010), indicating not only the importance of continuing 
these projects but also the need for even better structured strategies inside and possibly 
outside this production system. I n  particular, strategies developed on the 
transnational borders, accountable to the most marginalized (Fraser, 2010). 
 
Fraser (2005, 2007a, 2010), suggests addressing inequalities in more than one dimension. 
For Fraser, injustices occur on three dimensions: Redistribution (economic), Recognition 
(cultural) and Representation (political). It is through attending to these three 
dimensions, especially when discussing transnational issues, that social change can be 
better achieved. This approach implies considering NESB girls’ access to schools’ 
material and intellectual resources. For instance, the girls in this study did not seem to 
have equitable access when compared to boys to sports, games and some careers. It 
would also require analysing the recognition of status of their cultural and gender 
identities. In this case, there were very few school programs named by these girls and 
their families aimed at valuing their cultural heritage, or concerning the maintenance of 
cultural traits or language. Regarding the girls as females, there seemed to not be any 
official program or situation that addressed their specific needs and certainly nothing 
regarding the needs of girls as members of diverse cultural groups. In addition, these 
girls and their families could not identify spaces of representation or participative 
spaces of decision making even in the case of Bernadette and Idina’s family, both of 
whom actively looked for such spaces to better communicate with their former schools. 
Such lack of representation in and out of the schools worsen an already difficult social 
situation of exclusion from citizenship due to punitive immigration laws that affect 
people, as the non-Australian citizen girls interviewed here, who are otherwise full 
members of the Australian society (Mullally, 2013). 	  
Lastly, in listening to the voices of girls such as the ones presented here, not only 
helps society become better prepared to deal with these girls’ needs and concerns but 
also it allows them to reflect and become aware, to some extent, of the power 
dynamics that shape their identities and broader understanding. Being aware of these 
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power imbalances allows people to become conscious of the ‘social rules’ regarding 
possibilities to succeed in this context or even ‘fight back’ and end oppression (Brown 
& Gilligan, 1993; Heyes, 1997; Fleuri & Freire, 2008; Saavedra et al., 2009). It is in this 
context of being heard and required to respond or be represented in a society that 
does not automatically identify them as belonging, that women and girls from NESB may 
renegotiate the condition of their presence in the new country, refusing or 
reappropriating the norms in society or even creating new ways of being (Enright, 
2011). Bernadette gave an example of her choice in the matter, pointing to her unique 
perception of the subject but also indicating a possibility for all girls: 
 
(…) You have to just, you know, not worry what people would say. People are 
always judging but if you keep going and prove them wrong you know, more people 
will do it (…) other girls will follow, yeah. 
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Appendix A 	  	  
Interview guiding questions Participants - Schoolgirls: 	  	  
Basic demographics: 
1- How old are you? 
2- Where do you study?  What grade? 
3- Where were you born? 
4- Where were your parents born? 
5- What is your first language? How many languages do you speak? 	  	  
Guiding questions: 
1- Do you talk about being from your background/ your parents’ background at school? 
Please give an example. 
2- Do you talk about being a girl at school? Are there any differences between being you 
and Australian/ other Australian girls? How? 
3- Do you feel you have the same possibilities and difficulties all the other girls have at 
school? Do you feel all students have the same possibilities at school? How? 
4- How does school help you to do well when you have difficulties? Please give an 
example. 
5- Is there anything different about studying in Australia/ studying in English? Please give 
an example. 
6- Do you tell people that you are Australian? How often? Why? 
7- How do you imagine your school life will be in the future? What do you want to study in 
the future? Why? 
8- Do you think it will be different from now? How? 
9- Would you have any ideas on how to make your school time better?
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Interview guiding questions Informants - Adults: 	  	  
Basic demographics: 
1- How old are you? 
2- What is the higher level of education you reached? 
3- Where were you born? 
4- Where were your parents born? 
5- What is your first language? How many languages do you speak? 	  	  
Guiding questions: 
1- Do you see schoolgirls from Non English Speaking Background (particularly the one 
that suggested your participation on this research) having the same possibilities and 
difficulties all the other girls have at school? 
2- Do you feel all students have the same possibilities at school? How? 
3- How does school help (Schoolgirl’s name) to do well when she has difficulties? Please 
give an example. Is it being effective? 
4- Do you believe (Schoolgirl’s name) is an Australian? Why? 
5- What is your role in supporting this girl’s schooling? What are your concerns? 
6- Do you know this girl’s plans for future education? What do you think about it? Can you 
foresee difficulties or benefits in her life, based on the fact that she is a girl? And based on 
the fact that she is from a migrant, Non English Speaking Background? 
7- What do you believe is necessary to address these difficulties? 	  
